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Foreword

" The Day Center described in this book is an institution for -
"~ severely and profoundly retarded children and adolescents.
Our pupils live with their families and spend with us from.
6 to 10 hours daily, depending on their parents’ working hours.
There are 20 pupils, aged 9 t0-22. Three pupils over 18 are the
most severely retarded and, despite their age, can adjust better '
in.the company of children than in the Day Center for Young
Adulss in. Warsaw. The pupils differ markedly in théir degree
 of retardatign, their 1.0.s ranging from as low as 7 up 10
32. \There are also four deaf children, three of whom surpass
the mental level of the group but because of their hearing hand- -
icap cannot attend the school for moderately retarded children.
These children have contributed considerably to enriching the
social contacts in the Center. ' v B
The parents of our pupils are unwilling to gart with. their -
 handicapped children by placing them in an institution. They
have very difficult problems to solve in managing their chil-
dren, whose behavior 1s by nomeans easy Lo accept. Our parents —
e'fue;\z those most successful in fulfilling “their difficult parental
task — need support from without. To give this support is one
. of the paramount goals of our work in the Day Center. We
beliepe this task to bé no less impartant than the educational
- work with the pupils themselves. .
The scope of this book does not allow us to develop fully this
aspect of our work; it is all the more important therefore to
stress here the significance we attribute to our- close collabora-
tion with the parents. . , _
This is the place to answer a question that may be put by many
who are not acquainted- with the family problemts of the se-
Serely retarded, namely, is it worthwhile to develop sophisticated

g . . . 5




methods of educational work with children so severely retarded
that their progress is minimal in terms of skills and perspectives
Jor. future work? The answer is yes, this work repays the effort
. invested in ir. . - :
~ These seemingly “hopeless” children are 10 g large degree
" accessible 10 educational influence. By this we do not necessarily
.. mean obtaining marked progress in particular skills, o
It is not our goal to make our pupils “more intelligent” or to
‘make them “normal”. What we want to do 7s 10 help them
* live their lives in a way that gives each of them the fullest
" chance to develop his personality and to play as positive a social
role as possible in his home and family. :
Thus the chief problem is <o help them organize their behavior,
© . .render it purposeful, acceptable, socially controlled and socially
oriented, afzd_ —.as far as possible — self-controlled as well,
“Soctally-controlled behavior” means that the child becomes
more manageable not only at the Center but, more important,
at home as well. In this way the child becomes more acceptable
10 his family ; this, needless to say, is essential JSor the psycholog-
ical "equilibrium - of his parents and siblings. An artitude of
greater acceptance by the family has a favorable influence on
the child’s behavior and, in ‘tur{z, the child is still more easily -
“acéeptea’. And so the wheel turns in a direction helpful to the
chimate of the whole family’s life. 1
“That,is why there is no method of work that can be Judged
“100 sophisticated” for the child who is retarded, even to a very
profound - degree. ‘ o
There is another argument as well for this viewpoint : the kind
of educqtional methods used has a strong impact on the' sense of

) gl B : ; . B
rofessional achievement and on the attitudes of the teachiy staff.
) ' ‘ 2
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Obvzously, to educate children is the teachers obligation. But
we cannot disregard the fact that the teacher of the mentally
‘retarded child is exposed to all the fruvtratzons arising from
- workmg with children whose. progress is wmnimaly” and' whose

L Thanagement - is in- Ky cases _extremely J.fzﬁ """" o This T
- situation, the teacher may. easily succumb to a sense of helpless-
ness, boredom, and professional indifference -~ or, on the other
hand, may adopt a stern and rigid attitude.
- It is not an easy task to help the teacher to gain a motivation
strong enough to work with such children. Soe of them are
sinply not ““likeable” children because of their unpleasing
appearance, disruptive behavior, lack . of noticeable progress,
or difficult contact. In such cases the sntellectual involvement
of the teacher should help. The problem to be resolved by the!

‘ teacher is no longer “How can I tolerate the behavior of this
child > but rather : “Why - does the child behave as he does"\
What mechanisms underlie this behavior? Is-the child really
 inaccessible to influences of any kind? Let me try to find out. \
" Let me discuss this ‘particular problem with the team, and get
some" kind of theoretical zmderstandmg of thzs child’s prob-
lem”. : L

It is preciselv those’ staff dzscusszons whtch concern the most

difficult children that have been most challenging and stimiti-
. lating to us. These are the children who present the most dif-
ficult theoretical problems, of which the central one is the
search for ways of comrmunication open to them.. \\
The teacher’s influence upon the child is essentza?ly a planned,

, delzberate one, but there also is a wide range of forms of non-

* werbal interaction of which he may not even be fully aware,
L instance, tone of woice or quality of gesture. It should be

[KC B i1 L. 7.
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remembered that the retarded child-is highly sensitive precisely
10 the quality of non-verbal elements of communication. The
jaersmai involvement of the teaching staff 15, for our ask, ne
~less essential ti'zan éulldmg attztude.s c»j am,ptame i the par—

" As we see in argam.::mp zke ;dueethzal J.'m‘}f m ﬂze ( ontor. it

s mecessarv-aliways 10 take it accoliE all thiee parts of its

social organism: the pupils, the parents and the staff.

Preparmg this book hus played a very poszm'e role in bring-

ing us nearer to this goal. Not only has this effort not inter-

fered with the current educational work but, on the contrary,”

it hus lzelped us to elarzfv our eduuztzonal gaals and improve
our methods of work.

Firstly, it helped the staff to bewme more deeply involved and

motizated  as pointed out above. |

Secondly, as socialization processes became cur main focus of
interest, vvery manifestation nf socialized behavior in our
pupils evoked immediate comment among the teachers. *

This evidence of interest acted upon the children as a reinforcer
“of positive social behavior. We are convinced that this unplanned
‘and spontaneous sysiem of reinforcement creates the very
background needed for the success of the planned soc zalz:mg

activities described in chapters IV through V1.
This book has been prepared jointly by a team of teachers,
euch of whom has dealt with one specialized iopic, as can be

- seen in the Table of Contents.

The reader will notite that all our activities aiming tozard
socialization are carried out on occasions arising in the perform-

~ance of a tusk, e. g, gym or rhythmics, handwork, housezork,

or some creative activity. It is ﬂotewqthy that many children

10
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perform bstwr when tiw‘ main accent 1s shzﬁed from the perﬂ>rzn-
ance dtself to its social exgmm:t.
Creative work plays an xmpartanz role in :I:e educational style -
- of our Center. Drawing, fing pepiinting, und collective poster-
paipting scemt to-us, very \kelpful in building up the gefw:-al o
 armosphere of the Center. &4fte}' all, work with the sevorely
. retarded may easily bocopne dully even depressing. We Jeel that
the bright colors we inh {?.iii’w mtv gur arz:srzc activities enliven
| the attitndes and spirits not :mlv of the children but of the
adults as well; We might mention here that the “abstract |
. compositions”™ of owy pupils have aroused lively interest in
- specialists of naive art, who Have found in some of the them rue
aesthetic values, :
Finallv, we wish to stress t}xat tke metimi!s des rtind here are
ot moant 16 be taken over whole by ‘other Centers as the meth-" -
od 1o be followed litcrally, even though for. the sake of clarity
- gwe have presented some of the material in the farm of “model
lessons™ for teachers. We have formulated the educational
rudes on which we base our works they should be treated szmply ‘
as working Hypotheses. What we want is nothing more ‘than to
present’ o others working with the severely retarded the ration-
ale of our werk and the ways in which we have attempted |
ta re salve *izg “problem of their s«muiz vation in our Center.

1
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- Guidelines
for Educational Work
in the Day Center

by Hanna Oléchnowicz

‘All education rests upon a knowledge of the psychological needs of thé T
learner, and education of retarder, children is no exception to this
rule.- ' '

4

The needs of the severely retarded child do not differ from those of
- any other child, normal or otherwise, but they differ in the way they.
~are realized. In particular, since these children are incapable of
expressing their desires in a normal fashiom, it is the teacher’s task to -
- read their-needs-2nd this he may do through keen and close observa-7_
tfon of their behavior. ‘ o
This is by'hf_) medns a simple task. The purpose of the present chaptér ,
- is to help the teacher interpret the behavior, get closer to an under-
standing of jthe needs of the retarded child, and increase his own
ability“to evaluate whether these needs are being met in & proper .
psycﬁp\logical and pedagogical way. ’

. Neéd of first impbi'tan_ce: a sense of secu‘rityb

Every living creature faced with a threat centers all his forces around

one ‘thing: to defend himself zgainst the danger. In a situation of

. threag\ all other needs are ‘therefore suspended or at least greatly

attenuated. S , ’
*The retarded éh_ild is Yarticularly susceptible to such states of over-' .

whelming anxiety. Ensyring him those conditions in which he will -

feel safe is of even greater significance for him than for the normal

healthy child. B o

Q : of all; basic to a feeling of security is satisfaction of the most

= < _ i1b, o

{




D e e a

!
f
|

¢

urgent bxologlcal needs: proLectlon from hunger, cold and physical

danger\Th1$ 1s obvious and calls for no further discussion.

- Secondly, basic to a feeling of securltv is the predlctablhty of events.

" Things andJ events which are unknown or unexpected always consti-
tute a srgnal of potential danger. ‘ _

When the child is small, the element in his milieu which is stable -—
and therefore predictable — is usually the constant presence of

the same persons caring for him, most often his parents. The events

‘whose mea‘mng he does not yet understand do not arouse anxiety so
" long as there is some familiar persen by him. For instance, -during
the war infants normally were not afraid during the air-raids, but
they suffered violent anx1ety when separated from‘therr families for
evacuation.. .

As time goes on the child pérceives and understands more and more,
important now in maintaining his sense of security is reasonable con-
stancy in his surroundings and a stable order in daily events.
Gradually the child’s sense of security — and later the ddult’s —
comes to rest, at least to a certain extent, on an increasing conviction
that “I can manage by myself”.

“Let us discuss in more detail fwhat conditions must be met for the -

retarded child to attain a sense bf security which, as mentioned above,

- rests. on three main elements. We shall take them in order of their

" appearance during development

' Stable, consistent and affectionate ties w1th persons tendmg
_ the child v :

The-tie lmklng the child with persons caring for him can be a source
of security .provided that the following conditions are met. First,
the care must-be stable. The child must always be tended by the same

persons, and be able to become attached, or at least accustomed to”

‘them. For the familiar person to disappear and a stranger to take

over, even with the best of i 1ntentlons, is always a source of anx1ety '

for the child. :

The sécond condition is conslstency It is not enough for the child to
~be cared for by a familiar person; that person’s behavior should be
predidtable for the child.  Recent research, has shown that mothers

 who dre uneven, who swrng from exaggerated displays of tenderness .

to Gv essively stern and punmve attm:ldes, have a more negauve

ERICT . . -




influence upon. the child’s psychological equilibrium than mothers
who are consistently cool or even-farsh in their treatment of the
: child. Their behavior, though disagreeable, is predictable. The child-
is not threatened by unexpected shocks and can ad)ust to the situa- -
tion.
The third condition to be met if soc1a1 contacts are to help create
a feeling of security is that the child should be treattd in a warm and
affectionate way. Manifestation of affection\{s fopthe child a kind of
-guarantee that he will always be cared for régardless whether at
any given moment he rcceives praise or blame.
In- retarded children, fear of emotional rejection is partlcularly
strong. They experience failure more often than does the normal
child; they meet disapproval a greater number of times; moreover,
they have limited ability to size up a situation in respect to themselves.
It should always be borne in mind that when we say for. “pedagogic”
reasons: “I'don’t love you any mare because...”’, the retarded child_
in most cases takes it literally aQr}d\can really believe that he is.
unloved. ' Y
The mentally retarded child, particularly in the first years of life,
. ‘needs to be handled with warmth and tenderness; exactly as any other
" child. But overdoing it by oversohcnémsness and a profusion of caress-
es does not help build a sense of secyrity. The nervous system of
the retarded child is very weak, and Yoo 'intense exc:ltatlon, even
" when caused by tenderness, can upset his ethbrmm
The retarded child must live in 2 warm and accepting climate; but,

above all, he must always feel that the events of the surroundmg world
are predictable. :

o

Stabﬂlty and predlctablhty in the external world

All of us need a certain degree of stablhty 1n our external surround—
ings. This simply means that we feel safer when we know we will not
come across anything unknown. A heightened need for stability
in the world around us appears in the normal course of personality
development at about three years pf age. .

The retarded child, whose psythological development compares
. in some respects to the deyelopmental level of the two or three year
~old, mayalso dxsplay an exaggerated need of this sort. But if such
' chtdren have the opportunity of acquiring a sense of security through

__’1'8 15
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fully satisfying social contacts, then a change of surround-
~ ings and the daily round does not evoke in them serious anxiety
reactions.

There is, however, a group of children who are described (not too
precisely) as “autistic”. These chiidren almost totally lack the capzcity
to acquire a feeling of security from contact with other persons.
We observe in them an exagferated nced to maintain siability in
the world of inanimate objects. These children panic in unknown
surroundings. Some may even show violent anxiety when someone
removes only one block from their block constructioxis Moving to
a new house can be very traumatic for them.

Another category of children who display an excessive need to
 maintain constancy in the world of objects are those who have been

r reared in institutions, particularly from birth. This als¢ occurs in
_ children considered to be healthy, but takes a particularly glaring

/ form in the retarded child. He becomes so accustomed t¢ monotany

that any new event or strange situation arouses anxiety,instead of
curiosity.

The anxiety evoked by unfamlllarlty, which is fc;yd‘ in the very
limited group of “autistic” children and in those re¥fed in badly run
institutions, is still regarded by many as a feature of all the severe-
ly retarded. This is not so. How far this conviction is erroneous
will be shown in the following chapters which contain observa-
tion records of our pupils’ behavior on excursions -to unknown
places. ‘ t

In some retarded children, mainly those in the “autistic” category,
we often find pathological forms by which the regularity and sameness
o7 cvents is cnsured. These are, stereotyped behaviors. By repeating
one and the same movement over and over again, the child creates
for himself a substitute system of events” which, although extremely
impoverished, is nonetheless fully predictable after every stereotype
movement, the samne irovement follows agam without  fail. \

In considering what avenues exist for rehabilitating the child who
displays stereotyped habits, we cannot neglect these questlons What
souré‘,s of the feeling of security are accessible, to this’child? What _
| obstacles prevent either social contact or indegendent activity from
ng as the main source of the sense of security’
|

- an "
. 3% \ . A
' 'Ful IIM rmlnirvam: . - .




" Self-sufficiency in daily life

As the infant grows and develops, he becomes ‘more and more inde-
"pendent in practical affairs and also gains some emotional inde-
pendence: direct manifestations of love and approval by the adult are
no longer needed at every step. The child is already to some extent
“aware that he is approved of and loved even when this is not actually .
shown to him. - . , E S
Mentally retarded children are incapable of attaining full independence
_in their practical performance or in emotional life.. They will always
" remain considerably dependent upon others. B
This by no means implies that the mentally retarded child is 'not
endowed with a need for independence. He, too, needs to make his
own dscisions to some extent in matters affecting himself. He, like

" * the normal child, displays a growing readiness to take an attitude of

independence~to oppose another’s will or consciotisly accept it, to

give and to-take on his uwn. He begins also to“accept for himself

the rules ‘which up to now have been imposed on him and usually

at the same time begins to impose these rules on others. The degree ’
to which the need for independence cai be satisfied may vary, but

' there is no child who cannot execute by himself at least one simple

action and take the decisions relevant to it. '

The more fully a child ekperiences his first “I want to...”, “I can...”

“nd “I will...”’, the greater his sense of security and the greater pos-
" sibilities of development lie open before him. ’

v

Needs to be satisfied for achievement of personal-
social development - ‘ ,

The goal of all education— for the superior and retarded'éhild_ alike —
is to progress step by step to the point where the child can guide his
own behavio® within the limits of his capacities, and take responsi-
bility for it in a certain, howeveg restricted, area. Without this, the
child’s behavior is a haphazard affair depending on moods and
- events of the moment. In such cases we usually- speak of an under-
developed social personality. _ e -

‘Ability to steer one’s own behavior is largely dependent on mental -
capa.%l::\t these terms ‘can by no means be gquated. Each of us
begs cases-of bright children incapable of ordering their behavior;

\ .
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" on the other hand, there are many retarded - children who dispiay

a degree of socialization and sense of obligationi to the utmost of .

their limited possibilities.

Without entering into a detailed discussion of the structure of the
social personallty, we-shall limit ourselves to presenting those psycho-
logical needs which should be met if ths personality of the retarded
child is to develop to the fullest degree of which he is capable

To be cherished and to feel a sense of belonging to someone

Among the social needs of the retarded child, these.take first place.

They have already been discussed in the foregoing sections of this

chapter. N

To understand and ben understood

The retarded ch11d Starts to speak several years later than the normal.

child. He has considerable difficulty in grasping the meanmg of
“complex sentences. Yet his need for mutual comprehension is no
less strong than in apy normal healthy child. :
In this situation, non-verbal commumcatlon has basic mgmﬁcance
~ as much for the child’s psychological development as for the ﬂmotlonal
~ balance of both child an- parent.
" Parents and teachers face a difficult task in getting to know, and
learning to read correctly, those forms of expression which are at
the disposal of such children and then finding a medium to transmit
information to them in a way. they can grasg, i. e., through gesture,
. facial expre’sswn and the whole situation. :
The term commumcatlon” is used here, ther°fore, in a very ,road
sense. It is a concept that embraces every form of behavior involving

" two persons, based on reciprocity, on meaningful - - but not necessar- .

. ily verbal — transmission of information, states. of feeling, intention,
and so on. For instance, it includes also_the behavior of the severely
retarded child whose inarticulate sounds are modified somewhat
according to the responses of his mother.

The teacher of retarded children must therefore be especially sensitive
to every non-verbal signal emitted by the child (gesture, tone of

- voice, facial cxprcssmn) Theé teacher who assumes the attitude, which
in our Center we call “set for reception®, -is at the same time satisfying
tha "e‘(t basic social need of the ch11d i."e., the need to be noticed.

I
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Tohe notxced

* Pedagogical literature has always stressed the need for social acceptance,
success, reward and prmse Recently, a- higher place in the hier-
archy of rewards is being given to merely paying attention to the
child, -noticing him — or the converse, ignoring him or removing
attention from him, which is felt by the child as.one of the heavi- -
est of punishments.

We cannot ovexesnmate_the_lmp_onance of the teacher’s developing
the habit of paying frequent attention to each individual child, that
is, turning to him from time to time in a non—evaluatwe manner
(neither injunction nor interdiction, neither approval nor dxsapprov-
al). Illustrations would be: “Oh,. here you are”. “I see you’ve
finished your breakfast”, “You ve got new boots on”, “Where is
Tommy sitting? There .he is”.
One can also show a child he is being noticed in a non-verbal way,
by putting a %oy in front of him; or picking up the object the. child
is working on and looking it over, then giving it back to him. One
can place a hand on his shoulder for a momrent. One can merely
look at the child, making sure that he is aware he is being looked at.

A child on whom attention is regularly bestowed becomes more

attentive and heedful. His own atterition becomes more often directed
~ to the external world because he is constantly éxpectmg the next
sign of interest from che adult.
“This accounts for the fact that what we ¢allin our Center the “therapy ,
“of noticing” is especxally effective in counteracting stereotyped beha-
vior or persistent lack of interest in the environment. : '
If the child is often and systematically noticed when he’ behaves
acceptably, he does not need to draw attention to himself in a pro-
vocative way. Teaching experience shows us that a great many ‘mani-
festations of educational diffigulties as well as badgering, noisy or
aggressive behavior are simply the result of a lack of other means to
draw attention to oneself, -
The “therapy of notlcmg” is 1ndlspensable e5pecxally in cases of
deaf and blind childrer. Their deficiencies often prevent them from-
“noticing that they are seen”; on the other hand, it is harder for them
" to draw attention to themselves in an active way.

o hild who is regularly noticed learns in turn to take note of
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himself. This is the way — and the only way, we believe — he can
attain an clemeatary feeling of his own identity and worth. Once he
has acquired the ablhty to perceive himself as a person, the child
begms gradually to gain a certain degree of independence in his
evaluation of his own behavior. Waiting for the next evidence of

~ attention directed to him, he begins to anticipate: “Do I now deserve

praise or blame”? In this way. by degrees, he learns to control him-
self also in the absence of adult attention.

It is important he1e to, differentiate clearly between signs of neutral
attention, and bestowal of praise or-reward as ways of taking heed
of the child. Neutral attention evokes less emotional strain in the
child. Remember that the sevelely retarded child often displays
excessive emotional sensibility; even a word of praise can overload
the weak nervous system when the child is in a low framne of mind,
and all the more ta w(mg is prolonged uncertainty: “Will I get a word
of acceptance, and whe'n will it come”? .

. The teacher should therefore ‘work toward mainfaining a ‘bolance

between “neutral IlOthlIlg or non-evalaative attention, and praise
or disapproval of the child. The more pronounced the child’s re-
tardation, and particularly behavioral disturba: ce, the more mere
noticing should have precedence over evaluating.

To be among other children

The need for contact with others of the same age usually appears
somewhat later in retarded than in normal children. Yet it is. 4 very
strong need, even in cases of very severe retardation where the only
available form of contact is simply to be among children. In some
cases, we have observed’ such retarded children join spontaneously
with other-children encountered for the first time. But little is gained -

. by introducing a child into a group of his own age too carly or too

abruptly; this can only, lead to anxiety caused by separation from
familiar adults and hoie surroundmgs

A small number of severely retarded children cannot suffer being
in a group, even in later childhood. This is thought to be due to
sensory hypersensitivity. These children tolerate poorly any noise
or fnovem(_nt around them. In such cases methods of individual

DA described i in more detail in Chapter 3, may help.’ Hyper—
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sensitive children are brought into group activities gradually and
with extreme care to avoid anxiety and general malaise.

Feeling of personal worth and possession of a social role ’

Irrespl:ctive of the level of development, thé social personality can
take shape only when a balance exists between the feeling of a task’s
difficulty and the feeling of its manageability. More simply put,
the child is ready to try to do something only when he sees a real
chance of success. ‘ , -
We know very little as yet about the mechanisms governing the mat-~
uration of consciousness of self. In respect to retarded children,
this has not been studied at-all. But we do know that such children’
use the words “I”, “me”; or their first names, or simply point to
themselves, most often in:thipse situations where'they have accom-
plished something with success. ' :

* The experience of success-is a very important condition — though
not the only one — for acquiring a fecling of one’s own worth. -
To start with, the small child’s -only source of such a feeling is adult

. love and approval. Then, as the social personality matures, we observe
more <learly that the evaluation’-of oneself rests increasingly on
.objective criteria, such as fulfilling some useful social role. The need .
comes to the fore to perform useful jobs and to collaborate in those
activities needed for the whole social group of which the child is
a part. There' are many retarded children who show a persistent
dislike for any nursery-school or “academic” type of occupation but
enjoy Uoing something that is of real use to someone. There is spon- .
tareous delight in doing a job whose sense is fully grasped. For
instance, older children perforrn household tasks willingly and with
sustained effort'(sece Chapter 5). '
Viewed from the vantage point of psychological need, it is of no
imnortance whether the child’s task is of real value; of sole importance

" for the child is that in doing this task — even the simplest — he feels

that he is needed. -
Only very few of our pupils will ever be capable of earning their
living in a sheltered workshop. But to_involvesevery child, even to
the smallest degree, in some usefill work is to meet one of his most
o 1tial psychological negds. ) :
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Socialization of drive needs | .

_ k There is-a group of needs directly connected with preservation of
- the individual and the species as a whole. These needs, though basi-

. cally instiuctive, are not blindly automatic in human beings as, for
“example, in insects. In humans they involve learning and, what is
' more important for our present.topic, they are always satisfied in
social situations. Fot instance, eating takes place in a group setting
and involves strictly socially defined behavior; sexual needs are met
-~ in the £ amework of custom-ser forms, laws, and so on.

It should be remembm‘ed that primitive drives may become socialized
~even in the profoundly retarded. In considering reeds connected

with instinctive drives, account should always be taken not only of

the biological goal of the drive But also how far it may be socialized
and to what degree there is understanding beh.ind it.

" Need for food

Bodily nourishment satisfies — or ought to satisfy — four psycho-
biviogical needs:

a) providing food for the stomach and eliminating hunger pangs,
b) eatmg sucking or chewmg as activities pleasant in themselves,

- ¢) sensations of tasté and smell as sources of pleasure, and

d) the agreeable social contact of a shared meal.

B Limiting satisfaction, of the need for food to the first element, with

- neglect of the other three, is a lopsided educational approach, the
effect of which can often be found in the retarded, i. e. a blind greed
based on the uninhibited dnve to ease hunger Wlth anything in any
amount. .

- The act of eating can anid should, even for the profoundly retarded,

contain a cognitive element (taSte, smell and appearance of food, as -

well as attempts to learn how Yo eat by oneself) and also a social
element (collaboration with the feeding partner, imitation of other
children during eatmg, serving and passing food to all sharing in a com-
. mon meal).

Socialization and “mtellecruahzanon” of the act of eating is especially
imporéant in educational work with the profoundly retarded child. .

" For many, it may be the first situation in which the child can be
O l'socially.
o
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" Sexual need .

From the early childhood of both normal and retarded children,
there is evidence of their \striving to acquire the psychuphysical
features belonging to their sex. This striving plays ‘a significant role
in the formation of the social personality, for the accepted mature
social personality is ‘either miale or female. :
By adolescence the need emerges for boy-gir] friendships. Retarded
young people should be able to realize this need in a socially acceptable
way, in co-educational training centers and later in youth centers
and clubs, where conditions exist for socializing the sexual drive,
Many teen-age girls — and boys as well — display a strong protective
attitude 0 young children, Most likely this is a form of expression of the
parental need, and at the same time an imitation of parental roles.
The need for sexual activity imhe\sﬁict sense is, on the whole, weaker
in the retarded than in normal persdns. Tt is highly probable that this
is related to an overall biological deficiency.
Manifestations of non-socialized sexuality in the form of aracks
upon girls, exhibitionism, and the like, are rare in the severely retarded.
They may develop only in cases when — due 1o lack of proper edu- . .
cative influence — optimal social personality development fias mot
been attained. This is similar to symptérss of blind greed in cases
when the eating drive has not undergone Socialization. ' ,
However, a very frequent and persistent symptom in ‘the mentally
retarded is that of masturbation. In some cases it substitutes for the
satisfaction of sexual needs, but‘most often there are other mecha~ .
" nisms underlying masturbation. Like rocking and finger-sucking,
masturbation has the role of “universal comforter™ ‘
Each of the above activities providing autc-satisfaction 15 fimited m;
experiences within the area of one’s own body. Befund them all,™
 including masturbation, lies an incapacity 1o derive pleasure and se- "
curity from the outside world, and first of all from social contact
with familiar adults. To counteract the ‘masturbation habit, we
should consider therefore which needs have not been satisfied, and
constitute the cause of the tension released through masturbation.
In the severely retarded it is usually the uncatistied need for contact
with an adult that is the main source of tension; and it 15 often
E lil‘Cmpanie’d by symptoms of anxiety. 24
— _ : ’ e -
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Masturbation 1 not necessanily connected with sexval” maturity; |
very often 3t occurs i small children, both normal and retarded.
But evien when the man reason is an udsatisfied sexual drive, mintor-
batton can be decreased or even stopped through satisfection of other
sl apd sfbctive needs fsee the doce of Tom'in Chapter 3 '

Need to display aggressive and defensive bebavior :

Ormesed manifestarion of aggressive impules 15 one of th; basie
peds of hoth the normal and the retarded: child, but it should bé
exprasaed in a socially acceprable form. - .
A tanal shapavity for aggressive-defgnsive activity ranks among the
mest veriols sympms of a disturbed wivial ‘personality, Thus we
cannot wguare the 1erm aggressive with naughty or bed, or the wrm
nep~cgpressive with -well-behaved, ) p
Raowmg how to detend onesell i the neemel ‘conflicrs that arise
among, children s ore of the important constituents of the child’s
seme of security and independence. ' = :

© Like the drives discussed eardier, aggressiin aiso must be socialized,
«held withim bounds, expressed in forms that are acceprable snd —
above ll ~ i should be balenced with friendly imerplay, Thet is
why <hildren’s games sahcmi@ inclade those that facilitate the release
of agpressive tenstons in sn admissible way, such 25 tug-of-waf,
spawy=ball fghts, dramatized conflicts, and the like. If nor socializedy /
thiy drive may find an outlet as blind aggression, 1. e., attacks upon - .
the fiest person-at hand, destructiveness or — os in cases of severe |

©  personality disorder — in auteaggression. >

Excessive aggressiveness is usually caused by an intense feeling of
threat or the ircapecity to, auquire a feeling of one’s own worth by
other means. Blind aggrescion goes generaily with impoverishment
of uther forms of secial contact. . ,.
In short, the child needs an outler for his aggressive drives within
hmits of reasenable tolerance but never to a degree that would in-
terfere with his position 2 a socially acéepted individual,
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‘Needs to- be. met *for achievament of psychomotor -
develupmant ' :

To achiwe masfeﬂ' of Ms_w fnovements

This nced cannot be overestimated, ﬁ,r the motor element is
mtcgmli; tied up with every mﬁmfustatmn of psychological

#  activity, barring nope, We shali present here only a few brief,
statements to substantiate the point of view that satzsfactmn
of the need for purposeful body MOVEMCRLS constitutes one - . .
- of the mest xmpurtam goals in the ec.’rucanen of the mentally‘ "
- resarded. .

1. Physical exercise hzs a favorable effect upon all the basxc physmw
iagtcal fanctions, This refers especially to heart action and respirz-
tion, which enhance the oxygen supply to the whole body, including
the ‘cerebral cortex. Thuss, movement fosters a gencral sense of phys~

jcal well-being. i : . T -

2. By. the samé token, phvs:cal exercise promotes,general psycho-

' lng;cal ‘well-being. This is best illustrated by the vivid reactions of
pleasure dxr.plm,ed by children while mmmg cc.pemlly when accom~
panied by music.

Observe a group of children during a rhythmics class. As their. run~
. ming speeds up, faces light up. Color brightens il the cheeks, eyes
sparkle, breath decpens: If curves, were plotted for increasing “speed
of movement and for intensification of pleasure in the chnldrcn,'
these curves would undoubtedly run parallel. :

3. Muscular strength is a nécessary condition for any effort in work

or play. In particular, arms and shoulders should be strong enough

1o serve as adeqtmte supports for the hand to perform its precise

movements, as in building and dreawing, just as a-tool must be well
gripped to work effectively.

- 4. Loss-of befance is known 1o be one of the snmgest sumuh nvnk— o
ing fear, The retarded child ordinarily starts walking later than the
normal child] Dueto his larger bulk and weight his tumbles are more
pamful than those of younger children learning to walk. This earIyJ )
mpcncnce lies behind fear of heights and fear of falling, which in |

cnhamc an ammde of anxiety. For these reasons, exercises that
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gradually build up conﬁdencc in motor activity are of cons1derable
~ significance for the general attitude of the retarded child. - .

5. Psychological tension-and a sense of uneasiness is pften externalized
in tense movements such as wriggling, grimacing or general restless-

_ness. ' : ‘

‘These manifestations are among the most common behavioral prob-
lems in the; mentally retarded. Commands (“Stop squirming at
once!”) rarely serve any purpose; and if so, only briefly, for repri-

--mands intensify still further the psychologxcal tension subsequently
externalized in hyperexcitation.

- However, these movements may be greatly reduced by helpmg such =~ |

children.to master voluntary performance of gross body movements.
- Maintaining an immobile position may look like passivity but is in
fact a form of real, though invisible, motor effort.
The child must therefore be helped to learn how to execute deliberate
_ movements accurately, which includes how to stand still.

6. Mastery over gross body activity, in particular an erect head while
walking, is of utmost importance from the point of view of the attitude
“of others toward the mentally retarded person. o
“Motor awkwardness is often the reason why children reject the re-
tarded playmate. Likewise it frequently evokes tactless and hurtful
remarks of pity from passers-by or fellow passengers in, pubhc means
of tr sportanon : : '
7. Per ’elvmg his own motor activity is esséntial for the image the
child creates of himself, which is an extremely important factor in
" proper personal-social development. Physical exercise involving
the whole body helps the child build an nnage of his own body as
© an effective instrument of action. *
In many disorders, not necessanly neurologxcal but also emotional, -
“this internal image of one’s own body is incomplete or deformed, as
shown with particular clamy in self-portraits with missing legs (drawn
‘ by the child who cannot or refuses to walk) or with missing arms
* (drawn by the child who often refuses to use his srms).

- 8.A _rudlmentary non-verbal awareness of general conceptual no-.
* tions of time and space is normally acquired during the first year of
lee Such notions include, for instance; together and apart, far and
gain, the other side, and many others they are acqmred as thé
ERIC
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infant is carried about by his mother, .and later when-he creeps or
walks in'a purposeful way. He learns them in a non-verbal manner
. as he bypasses objects, moves around and behind them, crawls over
and under them. :

Severely retarded children most often have a very poor grasp of these

- notions. Purposeful gross motor activity-helps them to acquire such - -

an orientation. Therefore physical exercise has basic importance for
their mental as well as physical development '

9. Similarly, moving about plays a role in developmg the most ele-
mentary forms of social awareness.

Moving among others, passing by them, followmg them in a line,
standing together in a row, holding hands in a circle, are obviously
social behaviors, even if any other form of interaction is rmssmg, as
is the case for many severely retarded children.

10. Severely retarded children understand physical exercises much *

" more easily than any other educational activity. This is probably

explained in part by the fact that the child is better able to understand

a command in a situation where he can imitate others performmg

- the same actions. Moreover, if the order is accompanied by music;

the rhythm of the child’s own movement is a reproduction of* the

thythm of the music, and therefore is much ‘more easily perceived,
and more accurately performed.

Therefore, the more the Chlld is retarded the gredter is hJ,s need for

motor activity. : - -

- i :
To make use of all sensory miodalities

... Touch and feel of one’s own movements. The sensory
organs have a natural order of maturation. The senses we call prox-
imals i. e. toucH, perception of.the position and movement of one’s
own body (kinesthetic sense) and sense of equilibrium are ready to
work  earlier than the “distance” senses' — hearing and sight. For
ifistance, when both visual and tactual stimuli act sinfultaneously-on
the one-month-old baby, he will most likely react to the latter. But
the two-year-old will probably react more strongly to the visual stimu-

. lus. o ) ‘ :
For the child on the pre-verbal (or non—verbal) plane of mental de- o
ment, tacrual and lxmesthetlcaexperlence, combined with visual
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and auditory sepsations, form the basxc source of knowledge about
the surrounding: ‘world. ¢

" In addition, touching objects can be a source of pleasure in itself,
for instance, caressing a soft fur, running sand through one’s fingers,
squeezing and molding clay, and so on. Some children, -normal as
well as retarded, who are rzared in urban condmons, often show "
a fear of touching anythihg that might soil them. This fear usually

" is the outcome of an exaggerated stress on clean hands, and it makes
some children feel distaste at touching materials like plasticine, cake
batter or dough. This prevents the child frem participating m many

~ household and creative occupations. ,
Equilibrium is another sense modality. that pla}s an 1mport.lnt role.
The soothmg effect 'of rocking is universally known. Rocking lulls the
crying infant. Normal adults often relax to the to and fro movenient

- of a rocking chair. Retarded children in particular often seek relaxation

and pleasure in rocking moveiments. While this is not abnormsl in 3

itself, the habit, if persistent, is evidence that for some rezson the-
child is urable to find pleasure in other forms of activity. This is the
signal fcr the teacher to pay close attention to other forms and possi-
bilities of Satlsfylrg the chlld’s needs, and in partlcular his soc1al
needs. : ’

Readiness to hear and see. Stimulation through the proxirﬁal
senses often has a'stronger effect on the mentally retarded, even of -
s¢hool age, than stimulation through eye and ear. The more, profound

" = the retardation, the more this holds true. Also in psychotic and “au- -

tistic” children the prox1mal senses are relatively more sensitive than -
the “distance” senses.

Children with immature sight and hearing, i. e., with predominance
of pr o‘nmal sensory perception, have particular trouble in making social
contact, Due to difficulties in focusing attention on the face of a person

" (visual stimulus) and on what he is saying (auditory stimulus), they
act as if contact with people held no interest for them. And yet these
‘children are generally in great need of close contact with people and
cocperation with them. However, comunication with such children
is possible mainly throughthe proximal sensory organs. Children

- with apparent “lack of contact” can feel lively pleasure when touched

Q oked.




- When we address 2 child with immature “distance” senses, our words:

A

“should be supported by touch. A verbal command may not be carried

out, but the same task will be willingly executed when, for example,
the child is gently taken by the hand and ledto the object to be picked
up. : - =

How to promote visual and auditory awareness in the
severely retarded. First of all, we must create for the retarded
child conditions that favor thé ripening of®his perceptivg processes
and that permit sight and hearing to gain a superior sensitivity,
though never to the exclusion of the other senses..

»

There are three important peints for the teacher:

a) Visual and auditory stimuli should be connected mainly with
gratifying experiences. The child who is “rewarded” in this way will _

'show a mounting readiness to look and listen.

This is particularly pertinent for children habituated to pleasure-. -
seeking in the body area, having sources in the proximal senses
(as, for.instance, masturbation, rocking, or blind greediness), and
constituting for them a form of escape from the ‘anxiety aroused by

visual and audltory experience.

b) Visual and auditory stimuli should be uomprehcnsxble to lhe ch11d

~ Stimuli that are not understood evoke a feeling of insecurity. There~
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fore, words dddressed to the child should be clear and simple, and
strengthened by gestures. Also, what is given to the child to look at
should be either already known to him or shown in a way that does

--not arouse uneasmess

This point is of major importance for children with stercotyped
behavior involving seeing 4nd hearing, for example, stereotyped
speech or rhythmic swaying of objects in the field of vision.

c) The third principle is that intensity of visual and auditory stimu-
lation should be set according to the child’s level of sensitivity. It
has to be borne in mind that hypersensitivity, especially of hearing,
is a very frequent symptom in the severely retarded. :

“Ordinarily a child can’ protect hlrnself from excessive visual stimu-

lation by turning his head or shutting his eyes. But it is more diffi-
cult to cut himself off from the world of moving things and persons,
Q 1 object in motion is alwdys a stronger magret than an object
Lo 32 29,
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at rest. ‘Thus many retarded children are especially restless and
excrtable\m moving. vehicles, in crowds and at social gatherings.

But the h&persensruve child is particularly handicapped amid exces-
sive noise, as he fyunable to~escape from it. Therefore we shall devote
more space to problem of audrtory hypensensruvrty

Hypersensrtxvrty to aud1tory stimuli. Mentally retarded
children often show special hlémg for music, which should be clearly
differentiated from me{e tioise. Musical sounds form a sequence
of stimuli arranged wrthm a melodic and rhythnuc frame. ‘Besides
simply stimulating the ear, music contains the element of order and
predictability. Noise acts quite differently. Under the influence of

nos-musical noise the children become restless or react aggressively

and inadequately to the situation; some children even begin to cry.,.
Remember that the mentally retarded (especially those with symp- '
toms of ‘“autism‘) are hypersensitive to non-musrcal sounds in pro-
portron to their fondness for music. : »
Ordmarxly, retardéed children have trouble hstemng to speech even
in a quiet setting; in noisy surroundmgs the teacher’s words "are

. pracucally incomprehensible to tiem.

Another aspect of the same problem is the'particular sensitivity of
the retarded to instructions and-commands given in a raised voice.
A harsh shouting voice evokes in them an extremely strong- feeling -
of discomfort, regardless of what is said, and produces irritation and
failure to obey. The teacher’s most common error is to respond to
the child’s lack of comprehension or failure.to react by repeating the
same command m a louder voice, as if in this way the child will
better grasp the instruction.

Such a procedure is ef fective with children who are hard of hearing,
but with the hypersensruve child it totally misses the point. In the
latter case, lack of response is certainly’not due to failure to hear the
instruction but rather to failure-to understand it or to slow intake
of the content. Of course, in /such cases the command should be
repeated, not more loudly, but more clearly and with greater stress.

z
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Need for learning and exploration
Let us recall that familiarity, with one’s surroundings is necessary
- for one’s very existence. In the life of primitive man, recognizing .
dangers and differentiating between what is edible and non-edible
were factors that determined his survival. In present conditions of ’
Civilized living this connectiori is not so direct but undoubtedly
continues. to exist. :
The need to acquire knowledge has developed in man to an immen-
sely hlg_h degree. This need manifests itself in the mentally retarded
as well. In earlier textbooks the view was often expressed that the
severely retarded child was totally bereft of the spontaneous need
to know and learn. This followed from the implicit assumption,
accepted until fairly recently, that learning only means getting
knowledge through the spoken or written word. Now it is recognized
that cognitive needs appear strongly in the years of infancy and are
met by spontaneous activity to explore the external world through
all the sensory pathways.
Accepting this newer and broader outlook on cognitive needs, 1t'
is our claim that the severely retarded also display a spontaneous
- need to cognize the world, but on a plane corresponding to the level
of mental development they have attained. This means that in the
retarded child the successive forms of cognitive needs appear later,
since in his case each developmental stage lasts longer.
Maost of the children -of this category will never be able to know the
world through words and abstract concepts, but the need to acquire
knowledge shows itself.clearly.\éven in the severely retarded child
~. provided he is- given the' dopportunity to explore on hlS own level
of mental development. ' . P

-

Recognizing the fundamentai value of non-verbal learning

‘An experiment conducted in our Day Center has provided.some -
interesting findings on non-verbal cognition, A group of severely
retarded children (I: Q. of 20 and below), who displayed a lack of
interest in almost every type of nursery-school occupation, were
given the opportunity to explore at will objects new to them (flash-
lights, rims of eye-glasses, boxes of all sizes and shapes, machinery
=~ and so on). Given full freedom to examine these objects by
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‘eye and hand, with no effort made by the staff to teach them names
- or fRsue verbal instructions, these children showed a normal explo-
ratory behavior at the level corresponding to their mental age, that
is, comparable to that of children aged 15 to 24 months.
When we analyze the ways that cognitive'needs are- shown in .the
mentally retarded, we should always bear in mind that the fullest
manifestations of these needs will be found in the child’s own spon-
taneous activity and not in respense to verbal explanations from
the teachér..

Lack of interest in talking or even in pigtures does not 1mp1y a total
absence of the need to cognize; it merely means that the child is still
on the pre-verbal plane of development and that we must deal with
him prec1se1y on this level.

Spontaneous play is the fullest expression of the child’s cognmve
need. It is thercfore a major task for the teacher of the retarded to
create opportunities for this need to be realized. Too often, desirous,
of “accelerating development”, we get the child into overly com-
< plicated play for. which he is yet immature and remove from him
those* toys which we think are too childish and “uneducational”.
The result is that many retarded children withdraw from any kind
of play at all..For instance, some gitls never play with dolls because
doll play was forced upon them when it would have been appro-
priate for them to indulge.in sand play. Then when the child matured’
to an intecest in dolls, she was in turn forced to look at picture-books
which again were too dlfﬁcult for her, with the result that they falled
to arouse hc.r interest.

Some factors inhibiting the natural need for activity

The retural need for activity is quite often inhibited due to inappro-
priate :pproaches to the child, Let us discuss the mistakes most
" frequently meade in this respect.

Excessive corrective interference. Spontaneous activity devel-
ops best when it is crowned with success. A pupil willingly
performs a task for which he’is rewarded. If his poor performances
are regularly punished, he’will become disinclined to carry out those

O ind will do so only under pressure. As a result, his performance :
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will continue to deterioriate. These are obvious statements, but it
is worthwhile to recall them in respect to the mentally retarded.
- Of course, it is far from easy to apply the principle of the “pedagegy
- of success” with such children, and it demands much effort and in-
- vention from the teacher. The retarded child performs every task
with less skill than his age norm: by comparing one with the other we
. would never have grounds to praise. the retarded child. But it is
 different when we take into account the amount of effort that he must
make to overcome his shortcomings. 3

A furthet difficulty we face in applying the © ‘pedagogy of success”
. ‘to severely retarded children is the corrective attitude called forth by
_the ¢hild’s helplessness. Trials at doing somethmg mglependent.ly,
" especially the initial trials, are always blundering. The child’s early
block constructions. are askew; his efforts to eat alone are messy; he
clears the table sloppily; he pronounces badly or unintelligibly. The
teacher’ s natural reaction is to intervene in the child’s activity. Even
_if he abstains. from critical comment, he usually tends to improve
upon the child’s' work and dictate what to do next, such as “Put the
block here”, “Speak clearly”, or “Make a sandpie now”. Thus' the )
child’s activity takes, place in an atmosphere of contifual strain.

In extreme cases this inay lead to authentic cases of “allergy” to any
. verbal instruction and to a complete refusal to comply. Some such

children require a rehabilitation program of collaboration with a
_ therapist excluding for a time all verbal contact.

-Some educational presstire is clearly a necessity- for the mentally
retarded as well as for the normally developing child. But, if excessive,
it has an especially wearing effect upon the former child and often
causcs' anxiety. If.such pressure is applied constantly, the child may
in time lose all need to be active on his own. His natural and normal
pleasure in activity becomes repressed by fear of disapproval and
_constant intervention in the spontaneous stream of behavmr Therefore,
corrective pressure should be limited to a few minutes at a time.

"Over-training. The nervous system of the mentally retarded is
~ weak and tires easily; in consequence such children need more rest
than their normal age-mates. If we fail to take account of this and,
“requxre the child to make too intensive or too lengthy an effort, we
" , =ventually bring about the symptoms of “over-training”. OVer-
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training may even lead to a complete loss of capccity to carry through

any task calling for mental effort. In drastic cases the child may

refuse any cooperation with the teacher, and sometimes acute symp--
toms of neurosis are also dlsplayed ! :

Such symptoms are often treated as liziness, disobedience or the

badly defined term “negativism”. As a matter of fact, signs of

lack of cooperation from the child — if systematically ¢ccurring’
over a long period — are simply the way the child protects fhxs over-

loaded nervous system. This is biologically purposive behavmr, :
similar to our unwillingness tp exert ourselves after a wearing period

of physical exercise. '

In cases of extreme overtaxing of the nervous system expressed in

a total refusal to cooperate and in a state of chronic irritation, the only

way out at times is to excuse the child from any occupation for sey-. .
eral -days or even weeks, while bestowing-on hinr signs of interest

and friendliness. Usually after a time the child will spontaneously join

in activities. _

Tt should be remembered that for the retarded child activitiss involy-

ing mental concentration require much more effort than those merely

calling for physical effort, and his powef of endurance during the

former activities is much less than in the latter. -
Therefore the general rule is: exercises requiring full focus. of atten-~

tion and engaging the associative functions should not last longer .
than about ten minutes at a time. Manual work involving neither.
associative effort nor comprehension, and gymnastics, can last longer
but not more than half an hour, and should be followed by a break.

In the next chapters the reader will find more detailed }descriptions
of the way we attempt to follow these guidelines in the daily life of
our Day Center.




Ihtroduc’ing
our puptls

.

rd

In this chapter the pupils of the Day Center are introduced to the
reader in, brief characterizations. Each pupil who is here described
. has been with us for the entire three year perlod of systematic obser-
vation reported in this book. For those pupils who were not at the
Centfer during this whole perlod only essential data are given. Later
in this chapter, the group pattern of social behavior is graphically :
preoented
- Qur intention is to show our pupils as they are perceived by the staﬁ‘ _
_in the daily life of the Center. They are not presented as “cases”
but rather as persons interacting with other pe'rsons, expressing the
way they feel and contributing in their own unique fashion to the
_social life of our community.,

Each pupil has been given a common Enghsh name selected at random
to avoxd any resemblance to their orlgmal names.

Sectlon i
Short characterls‘uc sketches

| by Hanna Dele_s

We have chosen to introduce our pupils by starting with those who
are doing well at the Center, without regard for degree of retardation,

~ Alice and Jack are examples of very good social adaptation, beyond -
pectations that might be warrunted by their low 1. Q.’s..
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Alice, aged 18 to 21 years, 1. Q. 22. Dowt’s disease.

Alice is short, corpulent in build, and moves in a well—COordmated ,

way. Her features are mongoloid.
_ Once Alice starts a task, she finishes. it; she works systematically
and precisely, with a long attention span. Her favorite' occupations

are’ household tasks, such as washing dishes, sweeping, tidying, -

helping to prepare meals, and so on.
*‘Alice also draws well, cuts out and paints. From the point of view

of color and pattern, her work is interesting; her subjects are usually |

human forms, of which the certral and dominating one is mother

(see Plates IV and V).

Alice’s well-controlled behavior is best seen at rhythmics lessons,
. where she displays a good sense of rhythm.

Although Alice takes plegsure in signs of approval and overtures of

friendliness, her emotional attitude to her surroundings is lukewarm.
~ In general she is passive in her attitudes and lacks initiative. She dozs

the tasks that are set for her. Being highly suggestible, she copies

other children’s behavior, including their poor behavioral forms. She

. also imitates the teachers and often takes over the role of “mentor”

to others. She particularly enjoys Francie’s company.
At times Alice masturbates, using a plush teddybear.
- Alice speaks rarely and rather unintelligibly; despite this she is able
_ to commuiticate freely and can convey the wants of the other children.
Fairly recently, Alice’s: 5peech has made considerable progress.
She is using loniger sentences, in which appear such conjunctions as:

also, either.. or, and others. Ahcc uises the pronoun “I” in refcrcnce, ,

to herself. ” ¢

As Diagram 1 shows (se\, page 54), Alice’s score on pcrsonal—somal :
development is higher than that predictable from her mental age.

- Jack, aged 19 to.22 years. L. Q 10. Spastic.

]ack is tall and big-boned, with very large hands. Despite his large
“head and protruding teeth, his looks are not ‘displeasing. He is'always
.dressed cleanly.

Jack’s motor coordination is poor. When he was admitted to the
Center he could not walk without support. After he had received
individual lessons, he began gradually to walk with great caution,
Q ; dfitstretched, fear written on his face. But this new-found ability
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seemed to release in him an nterest in the world about him and arouse
2 desire to.be more active. His favorite occupations are throwing
objects on the floor or spilling numerous small objects from a con-
‘tainer; he watches with satisfaction the attention which he evokes
this way. But Jack is not otherwise neglected by the staff. He is much
drawn to people; he often clutches at their hands as they pass by and
strokes his own head with them. But ne one except His mother has
been singled out affectively ss far as we have noted.
Sitting on a chair, Jack likes te watch the other children moving aboat
and often smiles at them. Eurlier, when accosted, he was unable t
defend himself; he backed up with half-closed eyes and pressed his
arms against his chest. He is very fearful of his own movements and
of ‘motion in his surroundings. .
Jack does not talk; his vocalizations are inarticulate but supplement-
- ed with specific gestures understoed by his mmother and the Day
Center staff. . ' " »
Jack enjoys coming to the Center. )
From the moment he began to walk, considerable progress in several
arcas has been noted. He grasps conversation and joins in by point-
ing; to what is being talked about. He has learned to defend. himself
br hirtery and kicking, and occasionally acensts others, He displays
less fear of wolking. :

Dick, cped 11 to 14 years, ceverely retarded. A deaf and spasue child.
Dick is short and thick=set with a gentle smiling foce. He dreels,
slouches over, walks uncertainly, rocking with his whele bady,
dragging his feet and often failing to notice obstacles in his paoth.
Dick is very industrious. When he finishes one job he looks imme~
diately for another. His favorite cccupation 19 Bleck-burldingy he
preduces vomplicated copstructions of houses. His greatest pleasure
is derived from performing familier cceupations, »hways much the
samec. N :
- During the post three years, Dick’s development hos gone threugh
three distinguishable stages. At first he was 2 territied child, ofien
in tears. When accosted by other children he curled up in fright,
Often he used o laugh in a-Joud disagreeable way without obvious
connéction with the situation. He seemed to think up reasons to-
o home from the Day Center where he ¢learly feit il at ease.
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- Afer a few ﬂl@ﬁﬁ‘l‘s, I}xgk .xd)usta.d to the Lentx.r. He ﬂstabhshed no

contacts with his’ surroundings, however, and fenced “himself off

from others by his block CONSIIUCHONS. Ihcn, m the winter of 1970
spectal atiention was directed to Dick. Every teacher at least once
a day devored some attention 10 him, Indmdual sessions with him

were mnuumd betore.the mirror to improve his posture and make
him famifiar with his body build and movements. The effect was

~ that Dick began, on his own, 1o find opportunitics to contact others,

At presént Digk who is deaf) uses his eves in radar-like fashion,,

even when busy with his favorite blocks. He is ready at all times to -

take m mformation visualiy, answering very promptly with a smile.

. He demands signs of approvat frony an adul for hus behavior. Often

he patnts to himselt’ with a look of sausfaction as if 10 make plain

- that T did that!” He can now defend himself when autacked, and at
times can punch others himself. He displays generally neither ar-

Traction nor mu;mﬂu wward the ocher children.

Dick does not speak; he comnpiunicates through gesturcs. Recently
~he has begun to g mwhw to recount his experiences,

It s worth aotig that Dick’s drawings.remained for many months
on the fevel of scribbhng, Following the therapeutic treatment men-
toned above, Dick began 1o draw. He. repmdmes human forms.

n Bs seli-porttait see Plore VIR the leps are asvmmetrical (it

15 10 be poted that his lett feg 15 more affected by spasticity).
Dk 16 o muluple-handicapped boy who is now well-adjusted in the
Conter. Part of the credit 1> undoubtedly mnxmmzhle to thedndivid-

usu atteativn Be recerved m 1976
. o

" Thenest thice puprls 1o be inroduced are deat children, As mention-
od in am: Forsword, . hev are ntellectuaily above the average of
“the g;ump auending the Center. If not for their hearing handuap
they wonld be attending the “Life School™; in Billys case, he

would probably be even abovld thar fevel, But due to the fact that
these children are usable o benefit from the special methods of
meirocion of me deal, tor which normal mental development is anec-

Cessary condition, they remain at the Center, with the perspective

of passang directly 1o the sheltered m»rhhup at the *me of 18,
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Francie, aged 15 to 18. Deaf, moderately retarded. . :
Francie is of average stature, thick-set and physically mature. Her
broad face has prominent cheekbones and slightly slanting eyes. Her

~ thick black hair’is none too well groomed. o

_ Francic has very good motor coordination. She is willing to undertake
“any task. Her orientation in everyday situations is excellent and
she displays much initiative. Francie has 2 sense of community with
the group, particularly with the other deaf children and especially
with Johnnie, For Johnnie she feels an obvious and mutual attraction
and acts coquettishly with him. Francie’s attitude to the other children
is a nurturant one: she likes to dress them, organize their occupa-
tions, watch thar they do not squabble or break away from the group.

. She clearly identifies herself with the teachers. ,
Francie enjoys practical occupations such as tidying up, getting meals -
ready, washing up. She can, focus attention on the task at hand and
carry it through to the finish. In handwork activities anggin unknown
situations Francie waits for instructions. In the manner typical of
the deaf, she constantly checks on what others are doing. She often '
forgets instructions or else has not grasped them well. She learns
through imitations s
‘Despite her -deafness, in everyday situations Francie comprechends
most orders excellently. She communicates with ease through ges-
tures, best of all with the sther deaf pupils. . .
$he is very sensitive to praise and insistently demands approval by -
displaying her work. She claps her own hands to show her satisfac-
tion with herself. Francie suffers from an insatiable hunger for affect~

“jon. She appreciates the slightest show of frierdliiess: a smile, a pat
on the head. : o
Francic has times when she is stubborn, Tiesc arc moments of
insurmountable difficulty and have to be allowed to pass; afterward

_ she excuses herself, These times occur most often in unfamiliar
situations, as for example at the summer camp or when things happen
contrary to her expectations. On being scolded she takes offense.-
ostentatiously, shrugs her shoulders, and makes lond angry noises.
Most of her movements are over-cxaggerated; she expresses her
feclings by broad swinging jerks of her whole body. This is most
glaring when Francie is deeply moved; clearly this is- dependent

O the intensity of her states of feeling. ‘
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" tempered. o o

Of late Francie is less ready to take offense; her noise-making is

,

. Johnnie, agedgl4 to 17. Deaf; ;noder'ately retarded.

Johnnie is tall, strong axid handsome. His appearance is rather sloppy;

“he is not overly clean and his clothes fit badly,

Johnpie has good motor coordination but does not like to exert
himself. He lacks consistency, gives up work that is too difficult‘or
dull. His favorite occupations are “adult” ones. He likes to join in
sports, walks and excursions. He has a broad range of interests, =
Johnnie displays leadership traits. He enjoys organizing games,,
issues orders to other- children whom he often prods and pokes.

"He can be malicious and provocative in dealing with the Weaker

children. He knows polite forms of behavior, but can be arrogant
to adults who oppose his will; on the other hand, he is smooth and

- even wily when it is a matter of winning something ke wants.

Johnnie is hyperactive and hard to control. He does not speak but
can communicate excellently ‘through gesture. He .knows the sign
language of the deaf, ,
In 1972 Johnnie obtained a heering aid and has learned to talk a little. -
Recently his behavioral excesses have become mitigated: he harries-
other children less and seems aware that more can be expected. of

- him than of other children.

Johnnie’s finger paintings give ‘impressive evidence of his :}%érer;e
impulsivity (see Plate VI). N ‘ '
Billy, aged 10 to 13. Probably mild retardation. Spastic and deaf.
Billy is slight, hunched, with uncertain gait and shaky balance. His
small face is often’lit ‘with a friendly smile which, becduse of his"
neurological impairment, looks more like a grimace. He likes doing

.things and shows interest in every occupation. Often when by himself;

he looks for occupations that present problems, such as looking .
through a random pjle of periodicals for the next instalment of a comic

_strip. Billy always lagys down a good plan of action, which compensates

for his multiple harjdicap. His memory is excellent, his efforts sustain-
ed, his interest lively in everything going on around him. He likes
to explore the workings of various apparatus, tools and machinery. .
T Q 'te his lack of speech, one can communicate with Billy on any

i .
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_topic. He transmits information about situations ' and experiences
from home life. He establishes no close contact with the other pupils,
to whom he is superior intellectually, and leans more toward adult
company. The one exception to this rule is Johnnie, also a deaf
mute on a relatively high level of mental development. '
Since Billy is somewhat spoiled at home, conflicts oftén arise at the

~ Center. He seems to assume that he has special rights. Despite knowing |
very well what is permitted .and what prohibited, he dislikes finding |

- himself in the wrong. Even when his misdemeanor is beyond doubt, |

~he takes offense, breaks into tears and hides in a corner. Yet Billy |
is well liked by the children. ' )
By mid 1972 Billy obtained a hearing aid and began intensively to
learn to speek. From the start ‘of the school year, he hag’ been attend-
ing the “Life School” where he is managing very well. A

" In November 1972 Billy paid a visit to the Day Center. His former
associates welcomed him warmly and he himself enthusiasti¢ally
greeted every one, most heartily ‘]ohnny. ;' , s
In his mosaic composition Billy treates a self-portrait 1. o

The next two children to be introduced have suffered’from the
effects of improper assessment of their true developmental capacities.’ '
Both Phil and Liza have fluent speech, a fact which undoubtedly was
~ responsible for the impression that they . were of sufficient intelli-
- gence for admission to the “Life School”. However, -their verbal
« skills were the only well-developed abilities they possessed. Phils'- -
with his symptoms of severe brain damage, could do nothing with his
hands., Liza was-so severely maladjusted efnotionally that she was
" unable_to concentrate and- share in any activity with others. Both
- of these children were removed from this school by the authorities.
c In our view, their adjustment at the Center would have followed
a different and more favorable course had they not suffered a prior
frustrating experierce of longterm sehool failure.

Phil, aged 12 to 15 years. I. Q. 22.

Phil is tall, slim and well-built. His pleasing, smiling face betrays no
sign of retardation. Hyperactive, Phil never sits’ still but is con-
. stantly:of the move exeept at meals; even then he has difficulty in
Q aining in one place; he getsup and sits down again, leaves the
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- .table and comes back, and so on. There is aclear lack of coordination

between motor action and verbalization. Phil often states what he is
going to do, makes a plan, and then does spmething quite different.
Despite adeqdate motor dexterity (he can ride a bicycle), he is, mca~
pable of executing some gymnastic exercises which are much snnpler
but demand understanding of instruction. For instance, he cannot walk
from brick to brick spaced at normal stepping distances on the floor.

" He most often fails to grasp the whole spatial situation in relation to ‘

the instruction. His attention span does not exceed 3 to 5 rhinutes. *.
In effect, he does nothing all. day long; only during the final half

- hour'does he perform a single task wher it is made the condition

for going home, and even then an- adult must sit by him and keep
urging him along.

Phil is well-spoken. His utterances have a 10g1ca1 quahty lacking in

those of other children at the Center. He possesses a large store of

- concepts. He joins in with adult conversation. However, aphasxc .

features have been found in his speech. 4
What Phil says is unconnected with what he does, both in the emo-
tional and executdry spheres. Phil can criticize his behavior verbally,

* but this criticism is not accompanied with the normally expected

emotional reaction. Even’several disapproving comments addressed - -
to him fail to evoke a reaction observable on his face, in his posture. .
or in his behavior. He was noticeably impressed only when other °
children condemned his .action by their attitude toward him, mamfest—

_ing it nor-verbally (see Chapter 5). Phil shows more reasonmg péwer

and more common sense in assessing his own behavior-in those situ~ -
ations when he has a tactual contact with the teacher, for examplé;
holding the adult’s hand while walking. (Is this related to 4 seuse qf
security ?). Phil often holds small toys or objects in his mouth, (\

- Phil likes to come to the Day Center. Separation from the group of \

children is a form of punishment for him. Yet he constantly atﬁacks
‘the others, pinching and hitting wrthout provocation. On two occaﬁ‘
‘sions he has struck a teacher.
Phil’s attachment to his méther is profound. During her absence for
sanatorium treatment, he yearned for her and’ spoke of her con-

‘ stantly.

Phil’s favorlre occupation is taking walks. He must be closely guarded -
" O e often darts out into the street without regard for traffic.
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This boy possesses good manners and kn(’)\ws polite forms of address, -
offering his hand in the customary fforrn of greeting. He can assist
others to remove outer clothing, hang it up and offer a seat. .
During the three years that Phil has b%n under. observation, no
. progress has been noted in his behavior \apart from an increased
store of concepts on the verbal plane. His sp}eech is pracucally normal - .
(see numerous citations in Chapter 6), buq his manual ‘and graphic

- skills ate, to all intents and purposes, nearly non—ex1stent :

lea, aged 14 to 17 years. 1. Q. 23. Down’s cilsease

Liza is small and slight with mongoloid features. Her sparse han:
is arranged in two plaits. Her appearance is ¢lean but she is often
dressed ifi overly tight or badly fitting clothes.! .
Liza came to the Day Ceniter after five years spent in the “Life School”.
Requirements placed upon her in this school 'vé(ere too heavy for her -
capacities. Both at school and at home Liza was unaccepted. During
the first two years at the Center- Liza was decﬁdedly agamst every-
bodv and everything. Most of the time she sat by the stove, dril-
ling and scolding dolls. During this period -w¢ did not force her ’
to join in organized activities. Since then, dolls have been sunerseded

" by younger and weaker children. Liza’s main dealings. with these
- children consist in ordering and shoving- them afiiout When invited
'to take part in some activity she usually refuses or resists stubbornly.
- She. dislikes working at anything; an 2dult mus; sit by and keep
encouraging her. The one occuﬁanon she enjoys iis painting; most.
of her colors are dark and -cover the entire surface f the paper.
Liza is very talkative. What she says often has no li with the imme-
diate situation. She reproduces snatches of overhear talk and repeats
stereotyped phrases such as “in the Hawaias”, “diapers”, or “her-
ring”. Often her phrases would not pass tl;xe censor. Her favorite
expressions are generally repeated at moments when all is quiet and

~others are concentrating on their “tasks, thus distracting them. But’
+sometimes her speech is meaningful; she can for instance, excellently
describe a person.
Liza is disliked because her behavior toward others is aggressive to the
extreme. She hits and pinches; under the pretense of making advances,
she can press And squeeze so as to cause pain, for which she slyly

O es moments whén no adult is watching. '
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But ever so often Liza bestows attention upon one of the teachers.
She follows her about, cuddles up to her, sometimes pinching and ‘
squeezing her forcefully, turns.toward her constantly, speaks about her.

- No interest in rhythmics or music has been noted in Liza.

Recently more emotional stability is observable; she is less bully-
ing toward the other children, and on occasion has joined in on-
going activities of her own free will. ‘ '

- Liza’s projective expression has helped us to understand and help
her. In 1970 her mosaic compositions were randomly made in blaclg
with some deep violet shades. In 1972 she began to choose bright
colors as well, beginning with red, and arrangmg them in some
orderly fashion (see Plate I). » 3

. Another pupil who is obviously performing below his potential is
Jerry. We have not discovered the reason why he does not talk. -
Many observations pointk to ‘emotional maladjustment; a back--
ground of anxiety might be the explanation for absence of speech.

7 : . -

Jerry, aged 12 to 15. 1. Q. 25.

' Jerry is sharp and observant. His great fondness for animals mal\es;
him eager to perform any activity connected with this topic. But
Jerry dodges other activities. he does not’ like, finds a hiding-place
where he cam stay unnoticed. »

While dexterous at manudl work, Jerry’s general physmal condmon
is only moderately good, due mainly to a slight contracture of the
knee joints. But he enjoys performing gymnastics and, on his ¢pwn,
practices rather difficult movements. .Ambition forces him' to ‘keep
on practicing until he wins a word of praise; when other children
ridicule him he becomes embarrassed and perturbed On the whole, -
Jerry is quiet and well balanced, but he can behave very maliciously . -
to the other children. He attacks from hidden positions, pinches
and shoves. Jerry has a long memory for real and imaginary wrongs
and-can extort a revenge long after the event. He is a telltale.

‘Jerry manifests’ an insatiable emotiortal-hunger. He snuggles up to - ~

. adults, kisses them, waits for a warm smile or gesture in response,
always seeks approval and displays ]ealousy when interest and praise

J cted to another child.
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Jerry tolerates with difficulty the preseace of active mobile children.
" His preference is for passive children whom he can nurture. His
artachment to Harry is described in Chapter 5. . )
Though lacking in active speech, he can say “Mummy” and “joojoo”
(his_own word) and his heériixg and comprehension of speech-is
very good. o : o '
~Initially uneasy in a group, he cried and hid in corners. He has now
. stopped crying, shown more readiness to take on tasks and falls less
frequently into conflict with other children. o
Jerry is the only child who has produced a “group portrait” in which
. he alone figures. The rest of the sheet seems to portray nothingness.
Plate IV compares group portraits by Jerry and the sociable Alice.

Of all our pupils, Harry has the best manual skills but is among the
least self-sufficient. _ _

Compare Harry, for instance, with Alice. Alice cannot do much;
her I. Q. is low; but she is not likely to behave in an irrational manner
when unsupervised. Not so Harry. T ' v

" Harry is very likely to commit absurdities. ‘In respect to his,low
tolerance threshold he is comparable to the group (described below)
of hypersensitive, profoundly retarded children. Compare afso the
place occupied by Harry in Diagram 1. : -
Harry, aged. 16t019. 1. Q. 24. Autistic features.

Harry is tall, slim, well-built, with a pleasant countenance and no
features indicating :retardation. He is not very carefully  dressed.
Despite his excellent physical coordination Harry fails in many gym
exercises because he breaks away from the group activity and occupies
himself with quite different things. He can perform precise tasks such

-as sewing, embroidery, and household chores such as washing,
window-cleaning, house-painting and floor-waxing. But lacking a plan
of action he is unable to execute many tasks for which he possesses
.the necessary skills. Often he falls into an undecipherable mood:
he. goes about the room humming, smiling, tapping, looking out
of the window. Sometimes he searches for something for days and,
if he cannot find it, is so disturbed that he sleeps badly at night and
loses his appetite. When upset he squeals and slaps his right thigh;
0 s calmed by monotonous activities and situations. :
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recounts his experiences. Seemingly.he “has no emotional contact
with anyone here, but often he places- h1s hands on. the shoulders
of persons he likes, strokes them, looks atxthelr hair, and so on.

Harry is greatly attached to his mother and is disturbed by her absence.
"For a year affer his father’s death he kept asking: “Is Daddy coming ?”
Harry is totally defenseless even to the point of failing to react to
attack. His only form of self-defense is a piercing squeal. He reacts
badly to any kind of change, such as a stay at the summer camp, his
mother’s absence, new teachers, and so on. Though he often detaches
himself from his surroundings, he is well oriented in what is going
on about him. He has a desperate fear of insetts; if he spots one in
-his vicinity, he squeals with all his might. ‘

« Harry speaks in a high unnatural tone and with artificial scanning
'ntonatlon He never refers to himself as “I”, but always in the third

}l, ‘Harry is very much attached to the Day Center and spontanéously '
|

person. Often he is unintelligible s if speaking in mental short-cuts.

When asked a question, he will repeat it a number of times, after
which he appears to gain in awareness and ﬁnally his answer is fairly
to the piint.

Harry approaches cars, puts his hands on the hood. He has been
known to jump out into the street for this purpose. o

Harry sniffs at objects. He masturbates. . “

o For a year Harry has been: gaipfully emiployed. This_job mvolves
~ counting valves-if sets of five, cutting them to equal lengths, fasten-

ing them together, putting them-into bags and gluing the bags shut.

He works steadily for several hours daily.

Harry will remain on atthe Center and there do his work since
a tramsition to the noisicr milieu ar the sheltered workshop would
inevitably evoke a state of hy perexcnatlon preventing him from holding
a job.

Plate VII shows a fihger-painting by Harry It Iacks a compositional
axis.as il the case of the profoundly retarded chiidren. ‘Despite this
Harry can draw more skilfully than any other pup11 at the Center
(see his “group portrait”, Plate IX).

Tom, Sam, Susan, Ted and Rose each have very different personali=
ties but share one common trait: they have a strong tendency to
rracty hv different forms of autostimulation. The first three are acutely

‘.,[KC | - LL)
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sensitive to music, ndise and excessive motion around them:. (As

mentioned above, Harry belongs to this group in this regard).

Tom, aged 16 to 19. 1. Q. 18.

Tom is rather tall, slim, with a thin face and close-set eyes; his gait is '-

asymmetric, rigid, poorly coordinated. g

Tom loves to come to the Day Center though he shares in no collec~
tive activity' other than rhythmics, walks and excursions. Best of all -

he likes solitude in the gym hall, lying on the floor and playing with
a ball in an extremely elaborate stereotyped fashmn Oftea he goes
out into the play—yard whefe he runs about or swmgs on the gate. He
often breaks away, goes to the window, looks at the trees or simply
stares straight ahead. He is fascinated by motion and can gaze for
long stretches of time at rotating records, flying birds, swaying
branches.

. Tom is highly sensitive t6. music; his greatest reward is permission

to go into the office and “play” on the xylophone, clarinet, or other

. instrument. He dislikes noise; hubbub perturbs him so much that
he shouts, claps his hands, or strikes'them vehemently against 6bjects,
rocks back and forth violently. Tom calms down when the time
comes to dress for a walk; he walks quickly and often breaks into
a run. .

His hand-eye coordmatlon is falrly good but his attention span is

brief.

Tom masturbates. He eats. from the plates of other children, leaving
his own food untouched; drinks the remains of liquids from glasses
and cups, and sips water from flower, vases.

Tom kndws polite forms; he can greet with a- “military” salute,
heel-clicking and hand-kissing.. He kisses persons he likes on the
forehead.

Tom’s speech is practically. nil; he does not use verbal forms in
expressing his wishes and experiences. But he knows some words
and sometimes he talks with his father in the cloakroom. He, also
uses his own “words”. '

For a long time Tom made contact with neither children nor staff.
He did not permit himself to be touched or patted he did not look
anyone in the eye or in the face.

f‘" I9te, since bis md1V1dual therapeutic treatment, certain changes
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for the better have occurred. Masturbation has almost disappeared;

rocking is lessened; speech is more frequently_uéed. Tom often looks -

a person in the eye now and at times spontaneously. seeks contact
with an adult. For a detailed" description. of individual therapeutic
work with Tom,.see Chapter 3.

~ Tom’s finger-painting (see Plate I1I) reflects his hxgh unpulsmty in-

vigorous leftward sweeping c1rcles and a coexxstent anx1ety attitude
(dots. to the rlght)

e

N PN 1
o

Sam, aged 13 to 16. 1. Q. 18. Down s disease.

. Sam is loved by parents and siblings. Father, who takes charge of him
- at home, is the object of Sam’s deepest attachment. Sam waits for
him daily and resists leaving the Center if someone else comes for
him. Sam tries to hide his misdemeanors from his farher,
Sam is short and tubby, with a broad mongoloid. face. He hmps, one
leg being shorter than the other, and dislikes walking. ?
On his ewn Sam:will not join in any activity other than rhytmics and
even then not always. When urged to take part in activity, he feigns

aches and paifis (headache or toothache). If involved in some activity "
despite his resistance, he becomes angry,. throws objects, soils himself

-and everything about him. -
Sam enjoys coming to the Center; to be kept at home is for him a kind

of punishment. He is hypersen51t1ve to noise; a sustained racket or

loud instructions evoke a state of tension displayed in a terrified facial
expression and sometimes tears or outbursts of anger. Outbursts can
also happen unexpectedly. Some minor event may infuriate him and
he will begin to shout, throw chairs about, and sometimes strike out
at anyone within reach (most often his mother). Attacks of rage are
uncontrollable, and eventually pass; afterward Sam 1s mild and
friendly. _ :

~ Evidence of Sam’s tendency to avoid stimulation is his exceptional
- -attachment to Peter, a profoundly retarded boy with a pleasing
countenance, who nelther speaks nor moves on his owi.and whose
.facial expression never changes. For hours Sam can gaze upon the
silently sitting Peter. When Peter is absent Sam misses him. In Peter’s
presence, Sam can be more easily induced to do something.

Sam has a good ear. He distinguishes between musical ensembles,

rhmr SOngs axi’d performers, whom he Knows by name. Best of all

ERIC 51
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he likes records, which comprise thé only true reward for work or
good behavior. Sam has little to say though he can speak with ease
and fluency. He often mdulges in monologs in which he evaluates
his own behavior critically. He is a good umtator of voices and ges-
tures by other children.

He has enuresis, intensified at times by situational change (summer
camp, reduced attendance of children at- -the Day Center, delayed
return home of his father).

Most of the time Sam sits on a chair with a leg tucked up under him,
holding his “talisman” (a wooden hammer) in his hand. At an earHer
 period he used to wave this object before his eyes. ‘
Sam makes no progress on the contrary during the last few months -
he has deteriorated, for unknown causes. He is again enuretic in the

daytime. He resists Lonstantly, often falls- into a fury, totally refuses
to work or converse. -

i

Susan, aged 19 to 22. L Q 7.

- Susan is of medium height, very sjout, with short spindly legs and
a face marked by profound retafdatigy. Susan constantly masmr_bates
arid frequently wets herself.

* Susan recognizes familiar persons to whom she offers her hand with
.a smile.
Susan takes no part in activities. She displays interest only in rhythmic
lessons on condition that no novelty is introduced {see detailed record
of her behavior during rhythmic lessons on page 110).

Susan likes everything of a ritualistic nature. She takes home daily
her currently favorite object-talisman. Lately it has been a little toy
house. She cannot stand doors left open or dishes lying around or
chairs out of place; she immediately rushes from her chair and tidies
evervthing up. Every change in her surroundings. disturbs her moogl.
At the Day Center Susan spénds all the time in a chair.” Either she
laughs or cries; her moods seem very often independent of the situa-
tion. From time to time she strikes hérself on the head, or tears her
hair with a pieccing cry. She often clutches at the hands of persons
passing by, and plunges her head into-a person’s abdomen. In gusts
of good humor she mirces about the room cackling:

nnrw\g the last 3 years, a deterioration h2s occurred in Susan’s be-
. e . A
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.haviof and psychologiéai condition. Probgbly this is related to the

changcd heme situation following her gtandmother s death.

" Ted, aged 12 to 15, 1. Q. 19. Spastic.

Ted is short, slightly built, with a narrow face and cIose-set eyes.
. 'He is very excitable, constantly in motion, easily upset. When dis-

turbed, he draws his head in between his shoulders, covers it mth his

“right arm and chews on the top of his left hagd.

Ted poses as a “he-man”. He spits, rolls “cigarettes” out of pa'per,
“smokes” them, and curses. He acts in male fashion (not very culti-
vated, however) toward familiar female adults, slapping their behinds,

- clutching ar the bust, kissicg them generously. He often masturbates.

Ted is aggressive téwdrd smaller and weaker children whom he
pirrches, hits and hair-pulls. He shows displeasure at pupils who

. have 1 unaesthetic appearance, eying them with open disgust and -

then s$pitring ostcntatmusly
Ted does not like to join in sedentary acuvxtxes, he prefers to potter

‘about and tinker with things. He displays pridefully what he has done.
. Sensitive to praise, he tries to carry out every instruction from the

teacher but due 1o his hyperexcitability is not always successful. He
manifests sympathy toward any staff member who has a pain or ache.
Ted speaks litile but intelligibly, having commerced only recently to
talk. Of late he speaks more; he appears actively and consciously
to be trying to control his aggressive and unaccepted behavior.

Ted’s ﬁng\.r—pam:mg reflects ‘his great impulsivity and his difficul~ .
ties in striving for greater self-control (see Plate II).

Rose, aged 1010 13. 1. Q. 11. : .

Rose is stout, of medium height and pleasing appearance. She has
a rapid waddling gait (one leg shorter than the other)..Rose is tidy
and clean in appearance, her fair hair smoothly groomcd When she

-~ overflows with good humar she wears a broad smile.

Rose hes no liking for active movement other than rhythmics. If she
is urged to change her seat or take part in some activity; she will

‘often_ hit out, pinch or hair-pull, all in toral silence, with tightly but-
‘toned lips.

Rose cnjoys coming to the Center, tumbles into the room in the
mnmmg, greeting cll the staff effusively. She makes no contact mth

?l'
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c;ther -children, bu : she, watahcs zhem as they cross her vxsual neld
She has her favorites: among ‘the-$raff members but this does not
dxmxmsh her dggressive behavior roward them; on the contrary, she
smkes*, pinches and hair-pulls these preferred persons more often.
Dcspxtc this, Rose his from the beginning becn liked by the staff.
Rose is extremely stubborn; if she has qo ‘desize to do something,
' nothing can prevail upon her to undcrmkc it. , : .
" She used to, masturbare contmually '
~ Rose does not talk, but communicates hcr feelings and needs thmugh
. geswure and rich mimiery. She can “act out” a situation which occur-
© red several days prcuously She has several differentiated vocaliza-
" tions for greeting, joy, affis “vqtion and refusal. She can excuse herself,
- which she does very willingly and opcnly, displays_pleasure over
- being pardencd for misconduct. -She Tawns for caresses, which she -
returns in kind; she likes to draw attention to herself and rasponds L
to a smile with a smile..
The most important thing in Rose’s mrld is cating. Oane hour before
~ mealtime Rose wsed to start yh;mpermg monotonously, pointing
~ toward her imouth. “After the meal is over, Rose will carry her dishes
to th\kitchen. ¢ - 4
More recently, following individual therapy, Rose can be gor 10 do
. some short. job, and has ceased whimpering before dinner. She is
"rarely aggressive now and is pamcularly ford of gym practme Her
masturbation has diminished. .

- Other children m\t}m records are not characterized in- thns chapter
since their attcndeAt the Center dees not cover the full three-

‘year period of obser¥adon of the present Project. Their birth dates

“and I Qs are given below. o
© Bob,b,1955, L.Q.22 - Lem, b. 1948, LQ 17 .
< Charlie, b. 1954, I Q. 14  Mike, b. 1951, L Q. 20

Colin, b. 1959, L Q% Pegigy, b, 1957, I Q. 22

. Eddic, b 1957, L. Q. 22 Petér b. 1954, L Q. *

' Ernie, b. 1954, 1 Q. 21 Ricky, b. 1949,1.Q. 24 )

. Fraok, b. 1954, 1. Q. 20 Vic. b, 1964, L. Q* .
Jim b. 1953, I Q. 22 o :
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Dragzam 1 shows the Mental we MA - scores of the 12 pupils tested,
which can be read wlong the bottom horizoptal scale, and their per-
- sopal-soctal development raw seores, which can be read up the verti-
cal seale, As this dagram clearly demonéirates, the higher the MA of
a pupil, the hsgher b parsonal-vouiid development score tends to be.
Thue, neardy ol the pames can Pe found lucated on the shaded duag-
enal band running from lewer feft to upper right. ‘There are, however,
soe exveptione. Harry's seore on pessonal-social development is
Tvser than couhd be predicted trom hes MA; Alice and Jack, on the
coptraly, svred lugher o personal-spcial devei@pmem') than we
weshd engrent from their Mas, This rewult seems not 10 be aecidental |

i vaew, o the charseresies of theve, three pupils presented in the
previens S, ) T
DPisgma e drans on the same pavrn as Diagram 1. The second

Tore droqns the Bst by the fact that it ncludes alf the pupils
w Corter in 197D 72, 1. ., alen theve pupils who could not
1 ter antelligence ond are pssessed only for . personal-ocial
developmeny Pherstorss no pumetical values are marked on the
Begrsemtsl oxie of A degrom. The plive of the added group of
papsy b cirevight dimersion correspondieg to MA in Diagram
o mbitrarsly entimoted on the bass of @ commen araff judgment
o) everall perturneance evel ao compared to thot of the tested children.
T alietrate, Frapcie™ perfomance was judged o be a little better
tam thar of §oses Biles performance wos better than Frarcie’s,
Jut beth wirs mterer o Johnoies, e’ )
Onee al the chbdren vere lecaad on s Jiegram m the manner
eecrified abote, hoew linking thor names were drawn, COnTinuUousS
T 1o reprosent possive  niendly op nurtring’ contouts, and broken
i« 06 Fopresent agre ive vontants, Tneach o the arrow points in
2 directon from the sutive w the passtve partser, In many cases,
whege wontacts wete reviprocal, doublezheaded arrows are usad,
Dijagram 2 «howo. fir-ly, that socurrence of aggressive contacts tends
v Gy wuth growsng mental age and personal-social development,
amd, secomdly, that the profoundly retarded ‘are often the passive
. eoptal pariners o obgects of nurturance on the part of the less retarded.
and m this way are not excluded from the sodial Yife of the group.
“This we comstder 1 be one of the main achievements of our educational
O The total number of positive connections mounts as we look
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toward the upper right of the diagram, i. e., toward the rising MA and
PS scores. ‘I'wo of the moderately retarded deaf children form the
focus—of the group’s social life. :

It should be stressed that the graphic representations comamed in -
Diagrams 1 and 2 do not meet the requirements of a psychometric
tool, and ought not to be used as such. Their purpose has been merely
to aid the staff to gain a better understandmg of each individual -
pupil by seeing him within the context of the’ group’s social life.
They are included here to lllusn‘ate the group partern of social be-

havxor.
.
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Individual
Therapeutic
Approach

by ,Hamza Deles

What follows is a description of an attempt to cope in the daily life o
the Center with some pressing problems which are still far from
being thoroughly understood. We have tried to present our expe-
riences in a systematic fashion, fully aware that they can only be
treated as material for discussion by professionals. - . :
Individual therapeutic approach is to be distinguished from the indi-
_ vidual approach applied in group activities. In the latter case, the
‘group is under the care of one or two teachers ‘'who use their knowl=.-
edge of each child to select occupations that correspond to their
“individual likings and capacities. The former refers to dealing with.
those children who are unable to work even Within the context of
individualized group activity. These children require an individual
_ therapeutic approach, that is, an approach somewhat like that applied .
in psychotherapy by which one adult has contact with one child.

Children selected for ‘individual therapy

Between 1970-and 1972, thirteen children were selected for individual
therapeutic treatment. They fell into three categories, as follows:
" firstly, children with difficulties in social contact usually accompanied
by undesirable habits suth as masturbation, rocking, and uncon-
trolled vociferating; secondly, children not participating in group
activity for various reasons, of-which the most important were (a)
functional incapacity due to poor. physical condition or short atten-
tion span and.(b)- disinclination to be active; thirdly, cardidates for '
the Day Center coming from home environments lacking previous
contact with other children and :\'dalt(s., or habituated to parental

O _protection. ’ : : '
“ ' 60 s 51
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Goals of individual therapy

The, purpose of our ‘individualetherapy sessions is mot to teach or
train the child in any specific skill but to enhance his motivation for
cooperation, threugh achmvmg the followin g ends:

a) to “open” the child to influences from the outside world,

b) to foster a readiness for spontaneous activity,

c) to correct the total behavior profile, :

d) as a final goal, to prepare the child to share in g'roup activities.
The first threeof the above goals also serve as criteria for assessing
Fregress wece dur: rg *ke course of treatment.

The therapxst v

Individual therapy is corducted by a person other than the teacher
of the group to which the child belongs. The reason behind this lies
~ in the difference in their respective roles. The group teacher has the
task of making demards on the child and consistently requiring
their fulfillment, whereas the therapist takes a more tolerant and

permissive attitude to the child, in a setting of mutial interaction

* and interplay. :
The therapist should have three attributes: interest in his work,
clinical Knowledge 2nd a therapeutic attirude. If the therapist is
- aware of his own attitude to the child entrusted to him and the goals
toward which he is striving, he i is thén ablc 1o select the best methods
of work. - :
Individual work with children who are severely or profoundly retarded
calls for a high degree of inventiveness, self-control, and, above all,
a positive attitude to the task. Quite simply the therapist has to find
satisfaction in his work and be convinced of its efficacity.
_ The therapist is sub)ect to many kinds of influences from the outside.
"These include evaluations of his work from his supervisor and staff
colleagues, and from the child’s parents; the child’s progress also
influences him and-his own evaluation of this progress. There are
cases when ‘the child refuses to accept a particular therapist and may

-

simply not wish to cooperate with him; then the child should be -

referred to another therapist. There are also cases when the opposite
occurs. The therapist, despite all his efforts to the contrary, cannot
O >me his repugnance to working with a particular child. If, over
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a trial period the therapist feels irritated while in contact with the
,  child, loses his inventiveness and derives no personal satisfaction from
the therapeutic task, he should then break off sessions and entrust
the child to someone else. Therapeutic contact can be successful only
if it affords a certain measufe of satisfaction both to the patient.and
to the therapist. ' C : '
During the period of treatment there are.moments of hesitation,
discouragement and even breakdown. Therefore a good therapist
. should be open to the therapeutic inftuence of other members of ‘the
" team. In his moments of poor form or loss of confidenct in his own
abilities and achievements, the therapist can turn to informal contacts
~with the entire pedagogiéal staff, with excellent results. “Having it
out™ with a group of friendly and critical colleagues ig.beneﬁciél not
only to the therapist but also to the whole staff.

Preliminary obsér’vation period: Discovering what forms of
. contact and cooperation are within reach of the child '

‘Often our pupils are “allergic” to certain furms of contact and certain
types of occupations. For example, a child may not be able to tolerate
verbal instruction zddressed directly to him; “bombardment”
by superfluous stimuli may surpass his threshold of tolerance, though
for another child suchstimuli may be pleasant. '
We need orientation in effective ways to communicate with a child,
-and preliminary trials with different approaches are necessary. To
illustrate: for one child, gesture will work best; for another the most
effective way is the indirect form of address. Instead of saying:
“Irene, how about building a house?”, we can try: «1 think Irene is
going to build a house now”. Sometimes the effective way i$ to
. direct the instruction via a third person, for example: “Would you
ask Trene if she will build a house?” ’
The majority of children selected fok individual therapy require
relative reduction of external stiruli. For example, they prefer being
in a small room to- taking part in activities in the large classroom.
For these children stimuli must be given in small doses, otherwise’
they are likely to evoke neurotic reactions. It is therefore important to
remember to speak quietly and intelligibly to the child. If an instruc-
tion is given, it should be very simple (e. g, “Play on this”, “Give
ERI Cto...” pointing to the object in question). During the time that




v

the child is carrying out an instruction or is engaged in spontaneous
activity, interference is contraindicated; many children react to
interfercace as if it were a form of punishment. ‘
,Some children — particularly those Who have difficulty in concen--
tranng — like to be talked to during their work. Such conversatlon,
however, should not take the form of commanding, pralsmg or scold-
ing. The child should not be expected to answer the therapist; it is
not even necessary that he understand very clearly the meaning of
the words. The purpose of talking in this type of situation is solely
to maintain contact, to create a sort of emotional background for
his work. In addition, in some instances it may form a kind of barrier
that isolates the child from other auditory stimuli.

There are some. children who do not need to be fenced off from
incoming stimuli. These, in contrast to the above casés, prefer a set-.
ting for their activities in the presence of other children even though
they take no part in the activities- of the latter. These are children who
in general prefer (.ontact Wlth people rather than with inanimate
objects. o~
During the period of prchmmary observation the therapist should
also find out: (1) what, for-the given child, constitutes real reward
and real punishment; (2) when and why he offers resistance to the
adult; (3) what form of LOOpCI‘&thC activity he likes best, and (4) what
he likes to do when alone.

s
-

Descriptions of individual therapeutic sessions

Overcoming contact dxfﬁcultxes and stereotyped behavxor

Tom (19 years)

Tom avoided looking people in the eye. He edged off from others and
did not listen when spoken to. For many years he masturbated per- -
sistently, rocked back and forth continuously, vociferated in an
uncontiolled manner, and simultancously clapped his hands loudly.
He made no visible differentiation between various staff members
of the Day Center. _
It must be clearly stated that Tom was not a likeable boy. His behavior
was nevpr a source of reward for, anyone. Reward, in this context,
to satisfaction gamed by teachers or parents, resulting from
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the child’s behavior or the educational results obtained: The teacher
" is rewarded, for instance, by the child’s progress, show of affection,
or pleasing appearance. Tom’s external appearance was rather re-
pellent. In frank discussion with the other staff members, the thera-
pist made known her lack of spontaneous rapport with Tom. Despite
this, it was agreed that she would undertake therapy on condition
‘that ‘sessions be Jbroken off in the ‘event of persistent disinclination
on her part, discouragement or irritation. AS subsequent events
showed, the therapist’s awareness of her attitude to Tom, and staff
‘. consultation on the matter, was a step which in itself had a therapeutic
effect upon her. By discharging inner tensions, the therapist was
_able to undertake treatment with Tom. After a certain period, Tom
" began to reward her with his behavior. o
Contact between the therapist and Tom developed in three phases.. /
The first phase was, as we say in the Day Center, contact “by pres-
ence”. The contact was limited to a mutual tolerance of each other’s
presence in the same room. Each side discreetly observed tie beha-
. vior of the other. By degrees, and with caution, the therapist:initiated=—"
non-verbal co_nfact but avoided looking into Tom’s face.

- September, 1971.

?

“The group teacher brings Tom into the office.

Therapist - ' Tom }

Is sitting at the table; turns Stands for a moment at the door

her head slightly toward the left ajar, as if about to leave; goes to

boy entering the room; con- the window and looks out!for a mo-

~ tinues writing. . . .ment; then goes to the bookshelf and

eyes the toys. He' avoids looking at
the therapist, and moves behind her
chair slowly and cautiously.

Is writing notes. Moves sev-  Goes to the door, opens, it and closes
. eral objects to the middle of it again; comes to the table and looks
the table: a xylophone with at the objects laid out; picks up the
stick, and a box of blocks. stick, sniffs at it, begins to “play” on
4 the xylophone. He repeats several

notes-in rhythm, (approx. 5’)

RIC 6a - @
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‘Glances briefly at Tom.

Session lasted 18 minutes.

Therapist

Stops writing, looks at Tom
for 2 moment, arranges some
colored blocks beside her

~ (more blocks lic on the shelf
nearby).

Takes the stick and strikes
the xylophone.

" Carefully builds a _tower of
6 blocks.

Catches the glance, looks down at
the xylophone; turns over the box’

_ of blocks, gets up and goes to the

window, looks out for a moment,
exits, closing the door behind him,

September, 1971

Tom

" Closes ‘the door, .behind him and

goes to the window, then comes and
stands beside the table, sits down.

Glances sidewise at th‘e‘blocks laid
out, takes the xylophone from the ~

shelf, starts playing on the xylophone -

(as in the previous session). *

Stops playing, puts his ear to the
xylophone, strikes it and puts his ear
to it agam After 3’ of this, he puts
it to one side, takes blocks and builds
a tower of six. The tower, unsteady,
totters and falls. .

Watches briefly, gets up shaking the
table so the tower falls over; looks
at the therapist, avoiding her face;
goes out of the room, leavmg the
door open. -

. In the second phase, open visual contact was established and some
- elements of cooperahon appeared. Both therapist and boy openly
looked at each other in 31tuat10ns where they expeg:ted something

b




from the other or approved of the other’s action at the given moment.
At this stage, words were scarce, and served mainly to emphasize
a gesture or convey approval. :
Sessions were held most frequently in the forenoon when Trm was
rested and at moments when no behavior occurred which the therapy
~ aimed at uprooting,:e. g., masturbation, rocking. If the invitation
to a session with the therapist came during or immediately following
manifestation of undesirable habits, it acted as a reward for that .
_ behavior and had the effect of reinforcing it. ' e
After the boy entered the office, no proposal was made for activity
but his moves were discreetly observed. For instance, if* he took a toy
“from the shelf and played with it spontaneously, the therapist would
'smiléz;now and then, and say an approving word, e. g., “That’s a nice
. ‘fower®%, or “That sounds very good”. .

December, 197 1

-, After dinner, Tom started to clap loudly as he went toward the office.

Therapist . Tom

“No, Tom, that’s not good”. Looks at the therapist, and docilely
' Takes his hand gnd leads him ~ goes out with her.

back to the clagsroom,

15 minutes later, Tom is

quiet.

“That’s a good boy, Tom,
come along now™. Smiles, goes into the office; goes to
' the shelf and takes the trumpet; blows
into it, lays it down. Looks around,
fingers various boxes of toys.

“Tom, let’s play with this”,
handing him a box containing
wooden building materials. Takes the box, opens it; begins to
‘ thread discs onto a stick; puts one
stick into his mouth.

“Shall we build Something?” Looks at the box, then reaches to
the shelf for the wooden blocks; builds

ERIC SRt 63
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~ a tower of hlocks, smiling; picks up
- a plastic box; puts it on top of his
) rower covering the last block; looks
_— an: instant, takes off the box and Iays-,
T : it aside; places another black on the -
A - tower. The rower falls” over, Looks
' at the strewn blocks, then at' ‘the
‘ therap:st.” . -

.
o’ - A

‘Spreads out her arms as if to - ’

" say: “Too bad!” * Reachied'for the xylophone box, takes
S ' off the cover and accidentally knocks
the therapist’s glasses oﬂ’;‘ hér nose;
Smiles and re—arranges her | carefully peers into her face; begins

. “
- . T a

glassz:s on- her nose. - m play on the xylophone, strikes
- carefully to méke ‘2 loud sound;
¢ " plays an octave from low to high;

o licks and spiffs the xylophone key-
, - “board; puts it to his ear, strikes two
. - or three times as before, rhythmically
; but not paying attention whether he’
: hits the keyboard or not; licks, sniffs
‘ and listens.

Tgkes the xylophz ne stick.

3 “’I‘nne f6 go now. &u gym . . :

period.” | . ’ Strikes the xylophone-with his hand,

‘; =7 .~ listens, picks up an oblong block and " "~
Co : " strikes the keyboard with it, listens*-

. “Aren’t you going to-go with - :
‘the others to gym?” . Strikes himself twice with the oblong
‘ S ’ block; looks very atremtively at the
o  therapist; goes to the windows; turns
‘ : the dial of the telephone; emits a long
inarticulate sound; kisses hxs own
left palm.

“a
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ST i, ya‘s;ro ﬁzd vory mll
today. Heres 2 candy™. _ ,
,i’iacf:saca:xdym}nsopm ‘ MR ’

- . hend. ~ Looks at ﬁie :ape—remrdﬁ-r case,
L ’ ““the ‘recordsplayer, the electric stove;
takes the candy, puis it into his
. "mouth; goes out, leaving the door

- * open pehind him.

. qu the thn?d pha.su affective contact had already been formed between
;hempsst and boy;, cboperaﬂon with her had bcguu This was ex~
L _;;;essed in a show of joy at the sight of the therapist, bestowal of - -

bbjem upon her,mgns of 5ealousy and efforts to cdnmct h.‘r. L

i,

Femary o712

- Tom entered the outer office, warched ﬁm.cleanimga*.imman at works
went'out to the cloakrcom where the thcraplst was taiking with'the
. group teacher. Tom came up close, peered into the therapist’s eyes,
- then went toward the office and stopd by the door, Smiled at the
- therapist. .

: 'I?nempist " Tom.
“Jus: a minute, Tom. I'm Reaches into the drawer where the ,
coming right away” office key is kept; hands the key to -
: o " the therapist. - I

Takes the key from Tomand - .

© opens the door to the office,  Enters the -office; looks a moment . -

o ; -+ auentively into the therapist’s face,
smiles,

- Sits down at the table “What _ z
“would you like to do teday, ) '
Tom?” Goes over to him, .o .
passes  her hand over his ‘Turns aside, knocking her glasses
head. - off her face Taccidentally? or with
‘desire- to e her “nmaked fBecd);
looks very at: entively at her thh a
puzzled cxpressmn,

-~ e
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)

. stopped clapping or clamoring).

hZ

. listlessly throwing blocks into a’box.

" Therapist Tom *
.. “Tommy, what's the matter
= . chair.

- “Come, let’s go into the of~
- fice and you can build a linle
- homse®, .
= 7 bpens the door,
- “Wait & minue. I'm going IR

{

v | : ~ 7 is vurmed on, eying it attentively.

- “Ohdear, Tommy, youknow -~ - o

" better thoen 1o play with the

. electric heater. You were go-
0 - make 3 house®™.Puss

ot ™ hands her back the glasses and, %
; Puts back her glasses. again watches her; strokes her head, |
RARRY , smiles; goes_out closing the door

. After ten individual therdpeutic sessions, Tom visibly “opened up® .-
. emotionally, He looked people in the eye mote frequently and occa-
. sionally made contact with, adulis. His rocking behavior was consid<
. erably reduvced, Mastirbation st the Day Center almost disappeared. .
- Regular sessions with Tom were droppeéd from the time he himself -

“begen to seek contact with the therapist, smile, focus his eyes on -
. people and_question thém, Tom was not happy with this thangé,
~* Often ac the sight of the therapist he became upset, clapped his
~ hands, came anfl went to the office door.~At such moments he was
- invited by the therapist to play together (but only ‘when ke bad

~ On the preseot occasion hie was scated in the classropm during indie
. vidvalized group activities. He was doing mothing in particular.

< Apdaen2

~ Nothing to do?” Locks at the therapist, rises from lus

. With slacrity goes o 1k office ami

© for some paper”. Fiddles with the electric heater which

%




the box of plastxc blocks on Leaves the hcatcr and comes tu the * -
ﬁw tabi@ , " table; sits down and hooks oRSher .
S 4 green blocks and 2 red ones, placing
the string on the table. Twrns toward -
the window; spies two metal plates.
. lying on the sill; takes one, knocks >
-~ with it; then places'it on its edge and |
- begins to “saw” at thevwindow sill; . -
o . . puts the plate down, looks around thc —
- %Tom, that wasa't right. office;
Look what you did”-—point-
| _ing to the red marks on the s :
- sill.v Hands-him- a wooden T / S
© mest of eggs. Takes the object, ooks at it, apens e
. the nest of eggs and begins to place =
the halves in a row on the table; then
‘twists one half like a top; looks arou~ -
nd, tries to make the same moves
- ment with the ashwray but withour .-
- suecess.. Knocks the half egps off the
@ble in a sharp movement. Looks
_ over at the shelves; smiles' at the
L S sight of the toy piano;
. - Hands him the piszno. " plays.on the piano, hitting with two
: coee " index fingers alternately; then breaks
into a laugh, thumps on the piano;
turns his -head from side to side,
laughs, twists his head’ ﬁiﬂtp]}’, looks S
at his hands, waves thén in front of
his face, laughs againj pmks up the
ashtray’ and strikes the pisno keys
with it3 plays as-if on the xylophone;
puts the piano-aside, gets up; looks. ~
out the window, sits down ot the
desk, looks at the vase, witers *ah-
¥, geis up, smiles; goes ont the
door, returns, smiles.and peers into
the therapzst”s face; goc& out. -
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In&iviaual sessiiins with inactive children

Profound rctﬁrdamm is often the primary teason for lack of acnvxty
, Morcover, inactive children have as arule great difficulty in concen~ -

o ;traung Therefore the sessions with them must be short and f:cquent,.
-+ | i e, more then once daily, To influence these passive children, an

. especially h:gh degree of emotional mvolvemcnt on the part of the
therapist - is required.
To illustrate, we present the descnpuon of several sessions with a boy
. 'whose inactivity was due to deep psychomotor impairment combined -*
thh poer physxcal condmnn :

]ack {20 years)

Jack is profoundly retarded, with motor underdevelopmént due -
additionally to spasticity. He shows no sporwdneous activity. He has
no difficuities with social contact, therefore in his case there was no
need to limit contact to one ‘t\heraplst. All staff members conducted ™
, therapcunc s::ssmns vmh Jack, each accordmg 1 his own speaahza
tion.”
Excerpts from his records depxct thc path along WhJCh this boy has .
came, as he gradually engaged in many tasks. ‘
- As with all other pupils, Jack was free to choose the topic of }us p}ay‘
during sessions and 1o follow his inclinations for the length of time he
~ wished. His sessions took place in the presénce of other children.

. ' " . ' : Decembcr, 971
Therapmt : Jack - : ‘
- Arranges 4 red and yei!ow 1Is playing with a block,
toys on the able: a mush- -
room-shaped piggy-bank, a
telephone, a music-box, and
& rocking doll. - throws the block down on the table,
' picks up the music-box, ‘urns  the
bandle and listens to the sounds,
smiling. First turns the handle, then-
by holding the handle he turns the
o .,  music-boxs places it on the floor,
o . « 1 picks it up and gives it to Liza; Liza

>

.




gives it back to him. Takes the music-

box, gives it to the teacher, listens

10 how it sounds when played. Takes - :

back the music-box, turns the ‘handle

. 60 degrees (his' maximum). Throws

" Gives Jack a 10 grosz coin.

Picks up the coin and gives
‘it to him again; holds his
arm and directs it so as 1o
help him insert the coin into
the slot in the mushroom.

‘Opex;s the mushroom by de-
taching the stem and shows

Jack the coin inside the stem.

S n

Closes the mushroom. Gives

- Jack the coin again.

' Hands the coin again to Jack;

helps him to insert it.

~ Opens - the mushroom and
. showsJack the coin.

a block on the floor; picks it up,

gives it to Peggy. Picks up the rocking - '

doll, twists it, shakes it, throws it to |
Peggy. Peggy catches it. Looks at
the mushroom.  ° e
Takes the coin, throws it on the
floor.” ‘ ” ‘ -

Takes the com and makes a move-
ment to ‘throw it. . -
Turns -the coin’in his hand,, drops:

~ jtinto the slot in the mushroom.

~

Smiles with pleasure, turns “the

mushroom upside down so the coin
falls out, tries to put fhe two pieces
of the mushroom together. '

/ Throws the coin..down on the floor. ’
Inserts the coin into the slot.

Takes the two parts of the mushroom;
with one mpvement puts it together.
Picks up the toys on the table one by
one, looking at them and turning
them in his hands; makes inarticulate
sotnds, Throws down the,doll, mu- .
sic-box and mushroom. : Gives the
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’ telephone to. Peggy. Takes 2 plastic
‘blocks, tries to put them in his
‘ SRR : mouth, throws them on. the table,,
Gathers up the toys; says: laughs and makes inarticulate sounds. °
“Jack did a very good job . - o S
today.” (R N3 R

Leaves the room.
|

i

. o . , February, 1972,
This was' the first time that, Jack played with blocks that hook up
- together. He" had never before displayed an organized approach to
these objécts. Exercises began by showing him how to grasp a block
. between thumb and forefinger. At first Jack had difficulty bending
. the thumb joint, but after demonstrations and by having his hand
- steered by the teacher he learned how. The. next was to learn how to
~+ attach a block accurately to .a base. This ‘'was also accomplished by
guiding Jack’s hand; HQWever, Jack was highly distractible as long
" as the therapist guided ail his hand movements, Only when he initiat-
~ed all the movements independently, with the therapist guiding the -
- ‘hand at the final phase only, and handing him blocks, did Jack manage
to persist and to build a tower of blocks. The fact that.the boy con-
centratéed best/when he was actively” performing a movement and'
failed to pay attention when his movements were passively-performed =
(i. e., guided by another), is an observation worthy' of note.
 After 15 minutes, Jack’s attention began 0 wander, whereupon
- the session was terminated with a_word of commendation; the, boy
. himself displayed high satisfaction and smiled broadly. = - -
" During individual sessjons Jack not only mastered a large number of
. movements but, moré important, learned to find new areas of activity
~for himself. During group occupations he clearly ekpected tasks for-
‘hirns;g. He also eagerly took part in group gymnastics despite the
. fact that these exercises cost him no small physical and mental effort.

~

Individual sessions with children lacking in motivation to be ‘
" active - : ' :

The inability of some children o take part in. organized activities

may bé due to various reasons. In some cases, it was due to extreme

hypersensitivity: merely to listen to instructions and to gather work
) : ‘ ' , .
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materials together was sufﬁc1ent to bring the child to such an exc1ted

'_ state that to focus attention was out of the question. In other cases,

the child had never become accustomed to working at somethmg

- In still other cases, the child had been negatively conditioned through
errors in upbrmg’ng, the most frequent being the following:

— premature forcing of the child into activities beyond his powers,

— instructions phrased in an incomprehensible form, arousmg uneas-
iness -and- apprehension of reprimand; .

. — frequert scoldm g and punishment for refusal to cooperate
"Individual sessions ‘with children who resisted activity were conducted -

| - without 4 prepared plan. We had to “play it by ear”, by 1mprov1smg
, activities at' the child’s better moments.

" In the case of Rose dxscussed below, the theraplst several times da1ly g
‘ brought to her ‘attention objects that were pleasant to play with, *

'_'such as brightly colored toys, musical toys, thmgs pleasant to feel
_ and touch and so on. - /

Just to show attractive ob)ects was not usually enough to act1vatc the _

child. It was often necessary to make contact ‘between the child’s

hand and the object. In this case, the first reactlon was often.to -
_withdraw the hand )

LIS

| RoSe Qa2 years)

January, 19 71’ '

_ Therapist =~ " Rose

‘Places in front of Rose-a Glances at the therapist, . smiles,

Jarge red-and-yellow musical keeps her eyes off the table.,

rocking doll and also anoth- - o "

er nonrocking - doll. “Look _

here, Rose — a doll” mov- !

ing one doll toward her. . Turns aside, avoids lookmg at the ]
table. '

i Shakes the rocking doll which - "Casts a glance at the rocking doll but
‘2™ its musical sounds. shows no sign: of mterest

EC | S
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Holds the ob;ect close to -
~ Rose’s ear,- rockmg it and
making it play.

Stops the movément and ma-

sical sounds coming from the

: doll Takes Rose’s hand and -

. tries to place it upon the ob-
jects
repeats ‘the ‘trial.

- Makes contacL ‘between the
hand and the toy, producmg
rocking and playmg musical

DOLESy., ooy

Prmses Rosc and strokes her
hands '

. Therapist

_’I’lacesfin front of Rose the,"

following toys: the rocking
- and playing dol], the piggy-

bank shaped like a mush-
* room, g music-box and a tele-

phone. All-toys are red and~

- yellow.

Picks up the muslc-box, turns
the handle; shows that Rose
is to do -likewise. Stretches
-out Rose’s arms, claps her
h'ands lightly rogether, tries .
to- arrange her hapds so that.

‘ EKC
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‘Rose

‘ Laughs shakes her. hea.d does not

“look at the toy.

{Turns her head," looks at the table
“as if surpnsed v :

Withdraws her hand abruptly. .

Draws back her hand
allows her hand to touch the doll for -

~ a moment as it begins to rock; -

pushes the doll by herself, Iaughs.v

February, 1971,

Sits at. the table, hands on Kuees.

Loolgs around the room, fixing her . - :
~gaze in passmg upon the theraprsl;

e

nght/hand reat.hes out for the doll
sets it rocking; picks it up by the
head, shakes it, puts it down; looks

“around the room; again starts the -

doll rocking. S

1
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Rose can turn the handle of
" the musxc-box

Reaches for the mushrooimn;

Pushca the- telephone closer
"to Rose. - S

-
~

“Rode, 1 see you don’t want

o to play. Goodbye for now”.

- Thyerapist

l?xcks up a sponge ubber
cube and moves itinto Rose’s
field of vision, bringing it to
about 2 or 3 inches from her
face - " '

-

Tries to ploce the cube in
‘Rose’s hand.

Laughingly tosses, the cube

~at Rose;

re\peats the trial®

- fymdow, hums to herself. |

.o

Resists; o
pushes the music-box away, ];udes ‘
her hands under the table; -

then picks up the mushroom, knocks

it against-the table 3 W

resists rcleasmg it, holdmg tight. -

Fixes her eyes on all the objects wlth- ‘
out interest; hides her hands; '
looks at the children seated at tables
around her. - -

February, 1971.
Rose .

Apatheucally holds her gazg for a mo- -
ment on the cube, then looks ‘to-
‘ward the window.’

<

Touches the cube with her hand'
laughs; approaches her face to the
‘cube; rubs .her nose on it, laughs
does not take it in her hand, withdraws
“her- hand, laughing and shakmg
her head. .

Laughs and dodges her head;

:grinds her teeth, swings® her leg,
Jooks out the window, grinds her
.teeth makes™ “rrr” sounds; pays 1o .
" attention to ‘the cube; looks out the
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Scatters over the table some -
" rattling blocks, picks up one .
- block and shakes it about 4 -
-inches from Rose’s ear, puts it ‘
down Picks up another block Takes the . block in her hand, pIaces
‘ and hands it to Rose B besrde the first block.

‘Repeats the move; . Takes the block and places it besxde'
' " the second. After the third trial,
reaches for the block herself '

~ Repeats the situation. ten Laughs as she places the block.
“times; repeats for the 11 th 'gets up, -articulates a sound like “ra
time, ° " . .ra”; opens the deor and goes out,

We were not successful in developing spontaneous actrvxty in Rose,
~ However, the effort expended in individual sessions with her was not
" without its effect: behavioral disturbances that isolated ‘her from the

‘milieu. were reduced. Rose’s masturbation, neatly disappeared. The
 intensity and frequency of her ano'ry outbursts dlmxmshed

. ,Indi'vidual sessions with eandidates forr the Day Centef

o Candldates for the Day Center are mamly children- who have up to
this point passed their lives in“the home, most often without any sort
of contact with adults and, children of their own age outside of the
immediate. family circle. S‘uch children often lack the basxc habxts ‘
and skills necessary 1o tend to their own needs. o
For some of these chrldren the first contacts with the Day Center
are terrifying. They. wail, clmg to their mothers, behave aggressxvely, :

' . sometimes urinate.

The purpose of individual sessions 1s‘to overcome lxttle by lxttle therr
fear of the strange.surroundings, familiarize them with the premises,
the other. childfen and the staff, and accustom them to the parents
absence and to being among a group of children. : -
* The initial visit to the Cénter is usually brief and the parents are
* present, Care should be taken that the child is not the center of atten- -
- -tion. Parents often try to show the child -in His best light, demon-"
c"fﬂ“mg what he can do, but most often producmg the opposxte .

"""?




effect ‘the chrld ‘becomes u_gset and behaves worse than he would n .
ordinary circumstances.
Subsequent visits are also short. The parents -are not present through—
- out this time, but wait for the child in an adjoining room.
~ The same person alwayS conducts the sessions with the new chlld
- At the start sessions are limited 10 watching over the child and pro-
tecting -him from hazards, eventually presenting opportunities for - -
play with others, while leaving him freedom to accept or reject the
proposal. :

Here is a description of therapeutic sessions with a candidate for the
_* Day Center who manifested particularly strong anxiety reactions:

o 'ch (9 years)

o We present the case of Vic as an illustration of the drfﬁculnes we must
" be prepared to meet in dealing with newcomers. :
For the first two visits,.in November 1970, Vic held out no longer’
* than 5 minutes, after which he, started to sob and shiver nervously. '
He was then returned to.his mother. The parents were also very
upset. During the third and fourth visits, Vic behaved quietly. He
;drd not stay with the therapist in her office but preferred to be'in
the classroom with her; he was beginning to display interest in the
- children and adulis at the Center. It should be noted that he was
allowed to decide on ‘the duranon of the therapeutic sessions and
their content. : : : :

. - February, 1971,
' On his fourth visit, Vic entered the office in the company of the.
nurse. Both sat down. Vie did not play with any toys. He sat’' and
| kept repeatmg from time to timie “Very nice”, whrth seemed to miean
.. ~that he was a “very nice” boy. After a moment the therapist enteted
" and gave her hand to Vic in greeting. Vic responded, smiling, an
* repeated again “Very nice™. The therapist picked up a doll ina stuped'

. dress. “What’s this, Vic?” He answered, “Stripe”.

"+ The therapist gave Vic several dolls in turn; he took them and threw
them down on the floor. He repeated over and over, “Very nice”.
After a few minutes the psychologist entered with a boy named Jerry
g greetcd them with a smile as they sat down. The psychologist

[Kc LT D
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- seated herself on the floor and started to play at block-building with
- Jerry, who also sat down on the floor. Vic then sat down spontane-
" ously on the floor. At first he observed Jerry and the psychologist.:
- Then, with a few inarticulate cries, he took up several blocks and
threw them down on the flocr. Jerry became irritated at Vic’s cries.
The psychologist and he left the room. The therapist continued to
- observe Vic and the nurse who remained sedted on the floor. They
began to play with blocks. Vic scattered about a. few blocks, where-
‘upon his interest in them faded. For a moment both rested, that is,
- they sat silently without moving. However, when the nurse got to
her feet, Vic began to move about restlessly and to ask for his mother.
No one resu'ammg him, he left the office to join his mother.

g“ ‘ . , ~ ' * April, 1971

- Vic arrived with both parents. In the cloakroom, getting undressed,
he kepr repeating “Very nice” or “Nice boy”. At sight of the therapist
he extended his hand in-greeting. He quietly entered the classroom,
" crossed the room and looked into the bathroom and office. In the
office he sat down for a moment on a chair, then went out to get
some blocks. He walked around the children seated at tables busy
‘pasting colored paper cutouts. He repeated three times “To Mummy”
and “With Daddy”. A teacher’s assistant gave her hand to him and-
said “Hullo Vic”. He looked into her face and extended his hand to
hers. He went up to Liza, and put his arms around her neck, touching
~ his lips to her hair. Liza kissed his hand and stroked his shoulder,
Vic sat down in a chair close to Liza and watched what she was doing.
Once or twice he waved a box containing screws but without enthu- -
siasm. Liza was busy at her work and occasionally addressed Vic -
" saying, for example, “See, Vic. See what I'm doing”. Vic remained .
thus, seated in his chair, a smile on his face, beating time with his
arms and legs, letting out the odd ejaculation: “Ugh! Yey! Oh!*
Meanwhile he observed the children at their occupations with curio-
" - sity, though not inclined himself to do anything.
Vic's eye rested on another girl,"Francie. She smiled back and shouted
to him. The therapist beckoned to her to come over butr Francie
waved her hand indifferently.
The therapist handed Vic 5 nested plastic cubes that rattled together '
i ""‘R them and shook the ser so that the cubes, one after another,
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wll Toxt Provided by ERIC




|
! .
fell out onto the floor, His eyes followed each falling cube, Then the
therapist handed him a nest of eggs. Vic lifted the object to his mouth,
shook it so the eggs rattled, laid them down on his knees. They slid
off onto the floor bur Vic paid no heed. His attentiun returned to
the children whom be seemed to take pleasure in watching.
The therapist struck 2 toy piano key with one finger. Vic tumcdohis
head away with a cry and caught at the therapist’s hand. Tiie therapist
repeated the situation. This time Vic reacted -with a slight delay but
without sign of upset; he caught the therapist’s hand and let it go
after a moment. ; . :
Suddeanly, at the sound of water from the kitchen and of pots rattling
in a wash-basin, he stopped swinging his arms and legs and turned
his head in the direction of the source of the noise.
The therapist placed the toy piano within closer range and struck
a note, saying: “Now you play, Vic”. Vic struck the keyboard with
the flat of his hand, saying: “No — go to Mummy”. He pushed the
piano away and again wrned his attention to the children. G
“you like the children?” To this question he wrned his head to-
ward the therapist, smiling broadly. He was waiching the moving
figures of the children with lively curiosity. When they got up from
their seats, he rose too, “To Mummy™ he said, as he saw his parents
through the open door,
“Vic, your mommy’s come”, said the therapist. But Vic ignored this, -
~ walked over to the cupboard, opened the doors-one after the other,
and looked inside cach. Then he headed toward the cloakroom
where his parents were waiting.
While the therapist was conversing with the father in the cloakroom,
Vie rerurned several times @ the classroon. ‘

The case of Vic was a particularly difficuit onc. His assimilation to -
“the Day Center took exéeptionally long. The fact that his parents
were very upset before his visits to the Center was of crucial impor-
tance. His mother was wrought up to the point of nausea. Several times
Vie vomited during preparations to come to the Center. It is highly
probable that the condition of parent and child had a reciprocal
effect. ~' ' .

In such a situation coptact between the therapist and the parents is -
O zreat importance, In Vic's case, the father initatly displayed some
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~ diswust toward the Day Center staff, which by degrees disappeared..
This factor was certainly not without its effect upon the child's ‘adap-

tation. -+ i , .
Ceopetation with this parents is indispensable for any fruitful educa-
tional work, but particularly so with children requiring individual
~ therspeutic weatment. The parents know the child well and know

how & communicate with him. We can and ought t6 benefit from,

this knowledge. On their side, the parents want o learn from ‘the
teaching staff what morexhey can do for their child as well as how

w do it ' ‘
""Usually the candidate for the Day Center scon becomes attached to

the therapist and feels secure in her presence, even when the therapist -+

does not share in what is going on. The child can then be gradually
transferred to the care of the reacher of the group for which he is

-qualified, Contacts between the child and the therapist are then limited
“to greetings and leave-takings, and to brief contacts such as inter-

change of glances, gestures, short utterances, gratifying words during
- veeupations. The therapisy, however, should never, under any cir-

cumstances, stop noticing the child, - :

There are, of course, cases of failire when every effort to bring the -
- child into the group is ineffective, There are, for instance, cértain
* children who react to vollective activity with mounting excitement,

- In such casés it is recommended 10 leave the child at_home for a cer-
. tain period, obtaii medical treatment if necessary and then repeat

. ¢fforts once the child’s state of health has improved., .
It is worth mentioning that the behavior of candidates for the Centes

often improves when they are inroduced to rhythmics and gym
* exercises. The specific atraction of these occupations is discussed
in dewil in Chapter 4. ’

Final comments

Through the individual therapeutic approach we have been able 1o
 foster cooperative interaction betwesn child and staff in several
cases where by ordinary ‘methods we might not have obtained such
results for a2 number of years. -

' This reférs in particular tg profoandly retarded! children; individual. =
therapy produced results that surpassed our expectations, as for
- rvamnbs, in establishing contact with Tom or in activating Jack.

IToxt Provided by ERI
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. The results obuined from individual therapeutic sessions are of

-+ advantage not only for the child himself but also for the whole group.
Iz isspor'only a matter of socialiving the child: individual therapy is
. alsp 2 way — and most often the only possible way — to influence
 his uncontrolled behavior. And it should be borne in mind that the
. severs behavioral disorders of a single child interfere with, and may
. even completely disorganize, the educational work with the witole™ ~

group. S | |

Tt is emphasized: that, although we are still looking for the most
effective methods of individual therapeutic work, there is no doube

. whatever that it constitutes an indispensable element of the current

" work of the Day Center. T
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- Ieis sun a wmm@m &mmde am@xxg @dueawm of the @mmﬂy r&tarded , | ,];j

*[~fo consider physmﬁ education and rhythmics ss only an adjunct o -
. the “real” z.ﬂumtmnﬁl-msks, thot 35 to say, the manual, verbal and
e gmphm skills. Our. experience shows, homwers that ﬂm mﬂer of
. importanee, shiould be reversed. e
- Itis our conviction that the area.of educatmml’l work o Be dmxﬁs@d
< in this Chapter is of poramount importance. At the same time it js
- the least vagstemamﬁﬂy developed aspect of educstion of the mentally
retarded. We are well awsrg that our efforis are based upon our limited
experience and therefore should be locked onr as hypotheses and

proposals, However ouy. vesults fead us to the strong beliel that
this contprises 2 fundamensl approach which in futwre will play an

: ,"mc:r@amng role in the education of trhzc severely and profoundly - "_f -
tarded, -

The present chapter is dimc’ 4 into twe seciions; The first part deals 'v 8
with the physical educadon program followed at the Center, with its
suress on the best ssiblé performance; the second deals with guidance

of motor functioning throw gh sﬂmuhmn by rhythm and music.
.

Section 1
Education for m@t@r skﬂﬂ&

-“ .

The retarded child, like any child; needs 10 mmaster maddcmd safe
anmm apd large muscle mmmL Ogly then wﬂl ho He'ableto
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profit from the waching of fine motor sakiﬂ% and any gctivity svoly=
ing thesm. - e 5 o
+ The séverely retarded are 'ﬁ»:r fhe most fi o mom:cehamdmapped, -
- newrological impairments 3re not UNCOMmMOR amcmﬁz them, and even
in newrelogically normal cases the chld’s movements are nmgamiy
and peorly coordinaed due to-the general Tmmaturity of thi¢ motor
© appauus, Thevefore educational svork should strive foithe masimum,;,
 control of the motoer apparatus in each individual child. A :
-, At the same Hme £ross Mooy @cm;ty provides an @ppurmﬁﬁty o
farther the basic socialization proceshes in the child. THese twe.goals =
can be unificd in the way we organize our gymsm,amvmeﬁ. o
The gym-room sitiation offers many opportunifies for.the child to ~
experitnee pleasure: and success -— experiences basic o socalization. -
, This point will best be %hﬁmﬁhmﬁgh the phomgraphﬁ mu@mtmg
~ this section, %
A prigary souwvee of ph@sme is sisaply doing \ahat others are d@mg
{ ?hm@ E,a .

Q. 7 Doy what the athers are doivg. -~ % )

. ==
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?ﬁzny exereises are planned so that they fnvilve cm;parazwa bemeen"'" -
two or more pupils (Phow 2. ,
‘With the profoundly retarded chxld coliahoration bemccn child
and teacher in the performing of physical exercises is one of the basic
ways of fostering socialized behavior (Photo 3,

But there is a central difficulty in the physical education of severely
redarded children: this s’ to convey 1o them comprehensibly what
they are expecied t0.do and obtain their cooperation. This section is
Jargely deveted to the methods we have developed 10 overcome these
d;fﬁmiws,

How to \abtam cooperation from the severely ra!axd»«
ed child . v

T achieve 2 balance berween authorisative and permissive ardtudes ™
i one of the major problerns facing the physical education instructor,
As our ¢xperiences show, fhe fbﬂav;iﬂg conditions must be sgisfied
16 achieve 1hiv end: '
Firstly, the physical education M&her must be 3 mmnmgfui per
for the child. :
For this rpason, after Jong wn‘szdemum, we -adoped the principle
“that the,physizal educauon nstructor should be 2 fulltime worker
st our Conter, 2 staff member responsible not only for physical
waining but o for the whole group of profoundly retarded children,
In this way, the insiruclsr can Come 10 know each individial child,
his ways of reacting 10 Btruction, and his favorite sccupations and
playthings; eguipped_ with such knowledge he o she will find it
easier 1o induce the child 1o perform physical movements,
Secomdly, the physical education teas hﬂr should be an authoritative
peraon for zhe ¢huld. :
Fhe 1wacher should be consivtent wm ?kx’ demands upon “the pupi;
abnve all, ke should never be sausfied with poor performance, Thes
‘does nor mean, hvever, that the instructer ohould be rigid and
punitive. On the contrary, he should aveid siuations that conld
.. €reate ey an @ ohild, and should use the meentsves gm;m m gach
individual chald w order 1o gain his pornopation..
 Fer instance, often a chuld wall sesist siznding up anif parud zpanng m
O al exerere. After 2 fow unuceeniul mremprs ug *;hf;mt} net
PEALTEE - b s 83
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- force him, For the child it is also wseful simply to'waich the exercises

. that day. Mext time we make another attenpt.
With the profoundly retarded child, in whom spbntancous coopera-
tion is rare, we use special incentives suited 1o their individual moods,
Sam ke botening 16 records; he knows that after he performs his
" gymnastics he will hear some of his favorite songs. Susan will lean
over and bend down if the purpose i 10 hfr\up her favorite “talis-
man” — a small brush; she will balance on her 1eus 1o reach up 1o
a high shelf for it or onto the piano top. Vic, lying supine on the
. mattress, will flex Ts leg muscles and extend his eg fully if hiy
e are pointed toward his beloved flover pot. Rose performs ezer-
cres attentively and eagerly 1f ohe knows that she will then be first
'R 1 get her dinner,
An imporiznt faer 1 the individual\manner of addressing each
vehild, Rowe responds best to 2 mild, yereuasive tone and a smile
"fnz exwnple, “Rowe m asweat girl; we all Jove her; now Rove will show
% what he ¢an do™;. On the ather hand, Sam gives the best RApOnSe
v a firm and dersraped wne that leaves no choice bt o cdiry out
the ipstruLon. , N
Individualized exercises. In dddition 1o group acrivities, from
whysh they cannot fully profit, the profoundly retarded need individ-

ual fessens, The following i a descripuon of Rowe® first such lesson,

Rurz 15 nut very happy abour leaving her chaif, The reacher #'1)
birings her faue close 1o Rose's face, grokes i, aud <ays: "Come Rerg,
we'te goang 10 do some gym now'. Bowe hangs back, gestures thar
ahie 1o hngry T swokes her fae agen, wies-her hand-and-says

“Afvrnards o mﬁ% wanhy her hands and havﬂ dinner;, acw we il

da ume ergrovan” .

When they enter the gym renm Ko & greatly surpried 10 <oc that
they are alonc topnther T marches wnh Bowe aroued the room
fiest, then they play hore and deiver T pu hing P o 2 yogand
cathing “Wha, gddup”,.

N T e o omnte more comples ewereran, Bosg doen not st
buing helped onitty the Loz but, snce weated astrde the boz, she has
nn devire 1o cxsrere further, Twace she raings one knee while in s
proation, but reacts no fuxthsy to instructing or demonstration.
x’mmhw exerere i then tried: T demonstrates stretching out prone

[mc

the bench and pulling the body along the surface. At this Rose
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goes on surike; neither persuasion nor command help. T demon-
strates the exercise once more and says: “Now it’s Rose’s turn”,
She brings a mirror and sits down on the fay end of the bench, saying:
“When Rose gets 1o this end, she’ll see her face in this mirror”, All
resistance evaporates; Rose stretches out upon the bench and starts
dragging her ungainly body along by her hands, all the while making
funny faces with high glee. But the most joyful moment is when she
grasps the mirror and studich her assoriment of funny faces, This
exercine is repeated three times, cach time with equal enthusiasm,
Now a more difficult exercise: balancing weight from heels 1o toes,
P tries to convey the idea by placing blocks under Rose’s heels but
this does not work. T then demonstrares the exercise again, also with
no resulr. “Then 71 tries the following procedure: she takes a piece
of chalk and draws a line horizontally on the wall within arm’s reach
for Reve; then, standing on tiptoes, draws another line above it.
wow T hands the chalk 1o Rose, stations her at the wall, and indicates
that she % 10 make 4 line 100, Rose reaches up and draws a dovwn-
ward ling, T says: “See Roid — up higher”, poihting above the line
ntarted by Rone; “get up on your tiprogs™ '
Tr worka, Rose raives herself slightly, her weight not fully supported
on her wes but momentarily lifted off her heels.

That 1 all Rese will do that day. Mo further exercise is suggested,
Rone hao a right 1o feel tared; 1t was hard work for her, lasting about
half an hour, ' ,

e b

SN

How to convey to the pupil what to do and how
to do it »

In general aur mud freguent mgthods are:

| e demoprgpation fiea, then gerformance wopether witfi the pupil,

a’;swﬁhg—-%?;‘: wheee and whed needed (Photo 4,3

. correction by adpretmg and alyng the chald® Ll and body
0 apPropoRte poatens; ’
<o helping the chald 1o Corren hanelf by chawiThim hrs mircered
puetirmane, ' . '
Here apam, wmnton v drawn to the 7 (nt that the teacher never
gaven up until Lorrecy periormanse 1 ataitied, Someumes this takey
oy menth, omenies it never happens, but the teacher vl nioL

C‘ ’ ﬁ‘)H ”3
a ., e
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Photo 4.

HHolping the pupil

1o perform.
Lialancing on the toss.

-

~
stop working for improvement until proper cxecution is obigined.
{t should be stressed that working with acverely, and especially pro-
foundly, retarded children culls for far greater effort from the phyaical
education tescher than working in a normal achool selting where
verbal communication plays the dominant role. Apart from the mental
effort and inventiveness required, » very strenuous physical effort s
cafled for in exercising the retarded child, in shaping his posture, ss,
for inatance, helping the pupil to stand up, 1o climb, to plant his foe
in proper positions, and in performing exercises with him a8 described

in Lﬁ'{c many il!mtr?%iom to this chapter.

_ . Ed




" Itlustrations of gymmnastic cxercises performed  at
the Day Center A

Space does mot permit a full presedtation of our physical exexcise
program, The examples presented below are drawn from the records
of the year 1971/72, In some of these presentations, descriptions of
individual pupils’ behavior are included to show the special difficul-

_ties of the severely retarded child and the measures adopted by the
teacher to overcome these difficulties,

Yixercises for correct posture sind gait

Correet posture means an upxighé_ and symmetrienl body position in
hoth sanding and walking - head held high and eyes facing front:
Most gym lessons commence with postural and walking practice,
These cxercises are performed every day and on every soitable
ocgasion, such as ourdoor walks.

Lot us illustrate our methods with n set of exercives for Dick. He is

a deaf boy with severe motor handicap and special difficulties in
- coordingtion and equilibrivm. )

o~ Raiving the acms upward and lowering them, to the front
and at the sides, Che arme shoukd he symmetrically raised 1o
forizontal or vertical positions. The teacher gorrety with the
aid of the mirror,
- Bendding the rrunk forwaed from the hips.
Bending the trunk forward, Iands on Iups and head held up.
Raising snd slowly Jowermg the ams to horizontal position,
i ~ while the eacher counts to four.
Raining the left arm slowly to vertical poition above the head,
towesing 1t repeating with the right aon,
-+ Hondn on hips, aising the knee flexed 1o form a yight angle
fencher aainty Dick to maintain his balance in this prition).
Raising, one foat g0 that the weight in supoorted on the other
{alvor withh tepcher’s arpistanee).

&

We ahall now deveribe nome exervines for deyeloping the erect head
QO . ' ’

a
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Adjusting posture in the mirror

‘The cild stands tacing the nurror, hands on head and fingers touch-
tng; he corrects his posture untd he vhtains a symmetrical upright
stance.

The wacher asists by adjusting shoulders, head, cte. i correct
ahignment. ,

This exervise van be rendered more diflicult (and interesting) by
placing a beanbag on the head, which wdl fall off 1f the head is no.
mauntaned noan erect and steady position. Another varant is to
place woaden bricks i the child’s two hands for this exerase.

Marching holding a pole

Marchuyg with 4 pole beld belund the head on the shoulders, using
buth hands. .

Looking torward while marching

This exerone s an example of combuung posture traming and group
ACTIVALY.

‘The pupily march moa arde, the mstructor manching insde counter -
sose and trying o establish visual contact with cach child i tuen as

Phote S Foom iynar -

| . ﬂ;\ BN Loarect Pontion.
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Phote 8. Raasing
toro Beschs 1o thonds
der heyrhe.

he passes. Her aim is to counternct the mudemy to drop the hend
forward anad remnforce the effort to hold the head erect with eyes front.
As usual, the individual approech is noeded for the best results. Passing
QRose, the instructor calls to her: “Rose, look at mef Rose lifiy her
head and smiles. Johnnie, who is deaf| does not hear the instructor
pass; she takes hus chin as she passes and directs his gaze st her,

Lifting the knees while marching

Everybody (both groups) marches in a big circle. The instructor in

‘the center demonstrates corree geit by lifting her knees high snd
exploining verbally. The deal children receive individual demon-
"""‘"“)ﬂ&. .
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Most of the ¢hakiren rawse thor knces oply momentaisly and fall back
into their former possttens, The best result 15 obtained when the
structer marches counterwise mside the cinvle, Tifiing her knees
with marked exaggeratton; thus the children have a constant visual
contder with the model.

With the pupils of Group I we also use individuahized msmxumm

Weulift the chiki's leg. Hox it st the knee joint, and replace it on the
fosy We repeat this exerase 5t every lesson. In time the child him-

ERIC
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and then forward,
The next stages of tlas exerase are: tgking high steps over large
- Mockss xsaﬁ\mi: 'ﬂmg a h@m@mﬂ ladder w0 establish proper step
length (Photw??, B

-y

Exercises for balance

These exercises are aleo repeated dasly. The simplest exercise for
equibibrium is 1o stand erect and hold thys stance withogt swaying
wr waverings then, balancing on one foot ar 4 tme. :
Balancing esercrses winle walking: walking along a strsight loe, |
riaciog the feet on 2 hee drawn on the door; stepping over obstacles
such as the gvm bench (Phow 8); walking sleng the gym bench
first on the broad sude, then on the rail.

lo most cases the pupils require assstanse for these exercives.

-

: Standing on one foot, holding hands in 2 circle
Atter marching m a circle, the group stands with joined hands, The
metructor aow demensizates and explains the xdised flexed knee,

But for Rose, Jack and Tad, leg movement 15 minimal. To mprove
thewr perforitidnges, the nstuctor tries this pmszedureo she extends
h@r leg forward and upward and calls on each child in tura to touch

the sole of e foot with his, To do so he must ruse his leg with Kgee

s flexad, Eavh chuld tries 1o Bt s legr higher and support hif weight
on the other Koot loager. Bach nme this exercise 18 rf*pmtui, better .

results are ebtamed.

’

\K-‘“aiking@ ai@ng of the bench
The bench 1 placed m proper positien, broad top up. The instructor
demonstrated the. TEW exeroises 10 step onto the top of the bench,
walk along it o the end {about 4 }mﬁa‘p stgp or juimp down.

Jock often comes forward spontancously when the benchisso atrang-
ed and dees his favorite exeruse: sireiching out flat on the bench. -
and pulling hunself along it. The mstructer’ Erants hrm this whim,
uhm Jemensizates the oxercise),

wst Johnmie tries. Daspite all us effores, he shuffies his feet and
““C * forward when walkung, The mstructor steps up on the bench.

ERIC vi 0 m
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Photo 8, Swpping ovor
g dezh

o

f.zcmg Jmmme and demonstags. Johanie swaightens for 8 moment
bt at once slymps down again, Then the instructor takes Johnnie's
~~ hand and walkd beside him. Now, feeling saiv,.r, he walks erect to thr
end of the bench. :
*_ Ditk, France, Bwﬂ&g Rese, Sam and Jack alf walk the leogth of the
- bench m h Eﬁ“lp; The remaipiag children manage by themselves.
|
\
|
;
|

E‘xemm for g&rneml muscle huiiéing

This is alse an extremely important category of exercise m our gym=-
‘Wastie repertory. Moxt of the severely retarded children arrive at
the Day Center with flaccid muscles, underdevemmd “and undertrain-
" e For these exervises, special eqmpmem i5 nECEsSary, -the main
o being the following: - 7 ; -




_ © g devise for bu;le.img mu«des of hand 1rd iurcarm Sce Photo

By

- largc !c&thcr halls \ueaghmg Jord pourds,
— spring expanders {Sec. Photos 9 ond 14;
“Li weight and pulley equipmedt Ses Photo 10

— “hicytle™ : See I}b ws 11 and ¥2:

-~ -

.

: 15 ) N »

" There are three gcncrzx! rules far muv.ic l‘uildmg Firstly, the effort
roquirdd should be gradually ircreased: sciondly, all the muscle
“groups should be mvolved and thirdly, the rwmscs.shauld be per~

" formed rv.gu!arls Sor breef penods drilis. : v,
A st of c‘ccru!»c~ 1 vuthned below for myscle bullding. - .
RS .ummg up marching around the room in a cxrcle, dockwxse,
them, counier clockwase; then running with hands jomed.
— Kaée bends. The childrén hold hands in ‘pairs. The: msrmcmr
Q zmd\ asmtam a}so participate with xwmker pup;ls. N

RS S “’i;

5
ki
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— Bending trunk forward from the hxps (mstcuctor helpmg)

—_ Ralcmg the trunk from prone positions (See Photos 13 and’ 17),
~-and when Iymg on the back (Photos 15 and 16). -

— Seated‘crossJegged on the ﬂoor, pulling on' the spring eypandqr

‘while the instructor pulls omthe_other_end :The_chlldren per
'—fonn in: rﬁfri.' e Airst holding-with b

-

\.‘

-

g

”‘“"fher“emd\so\ﬂ'fat “the ‘child "raises hxs truok to the maxi-
mum’ (See . Photo 13). ‘~,; : S

For the, gbove exercises, a fair- amount of ass1étancb is needed from
instructor and assxstant, but in all cases the muscular/ effort is the
Pupll’ ) : 7 : : v EA . T\.‘."' ’

~u
-

ae ] .
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. - Photo' 11." 3
Leg muscle training.

, - « .. Moving heavy equipment -

- Very useful Both for muscle building and for child socialization are "
 the daily tasks of carrying, arranging, shifting, replacing the heavy
gym equipment, As the following description shows, it took much
time-and effort to induce the children of Group I to collaboraté in
these .tasks, yet, despite poor coordination, difficulty in jgrasping
' instructions and lack of spontaneous collaboration, ‘these children can -

take pert i this daily routine. - . '

The instructor set the aim that the c_hildréh tidy away the cquiphicnt _
as a regular daily task (she had previously arranged the equipment |
*&~If before and after the lesson with Group n. - o
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Photo 12, Leg muscle zrammg

Phozo 13. Ralsmg and lowering the trunk in prone posmon wnh tha afd
“of sprmg evpander heid byffa partner.
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Photo 14. Device for
building muscles of
ltqrzd and for/earm. :

a

A

o : .

' /_For a few sessions, the chizl,dren moved the heavier \equipment with’
the instructor. This was the way it worked: the instructor: took Sam
by the arni and said: “Watch how Sam pushes the box”, as she sta*.
tioned him behind the box ; then he put 'his hands on it and pushed.,
Rose collected the hoops, one by one, beriding over for each, lifting
it and carrying it to its place, Dick and Ted together shoved the bench
against the wall, Ted urging and shouting “Hey! You!” to his slower:
partner. Charlie needed no supervision to pile the blocks. Jack was
‘the only pupil unable to contribute; he would pick up an object but -
@ lt.back onto the floor. S 10 0 o N

N
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' ExercweS for promotmg gross motor, dexterlty

These e\:erc1ses should be so planned that . they 1nvolve a nurnber
of body posmons (standmg erect, walking, crawling, lying prqpe or
_on the back). The trunk as well as the extrernlnes should be 1n?}ved
- A set of dexterity exercises: :
'.—bRaxsmg body from sitting pbsmon on the floor to standmg pos1—
_,.tion (See Photos 18 and 19) e L
—_ Crawhng on all fours in dlfferent posmons (Photo 20)

Photo 17. Raising the trunk’ from pro;{e'-‘bosi’tion.; e

- -

ol

|

" ' Stepping over the gym bench (also an equlhbrlum exercise). -
— Crawling underneath a table about 25" hlgh

'— Climbing up -and descending the verncal gym. 1adder= (Photos
.~ 22, 23, and 24). - ‘

. — Chmbxng onto the gym box and straddhng it (horseback riding), |
sliding along the box using hands only, descending with a )ump,- .

Q if pos51ble at the far ‘end (See Photo 25)
ERIC .02
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P/lo;tt{ 18. -Raising body from sitting to stéigding posttion.

As skill develops, more dxfﬁcult exercises can 2 be used, hke the follow— :
ing: .
— Pulling thé body upward along a tilted bench and shdmg back_,

- down without support. '
One end; of the bench is raised to about a 40 degree angle from
the floor and fixed intg the vertical ladder. A mattress is placed
at. the other end. The instructor demonstrates: she- kneels on
the mattress, grasps both sides of the ‘bench; lies on it and,
body prone, pulls herself along to the top of the tilted bench .
then she slides down, pushmg her prone body along with her

10&




- Photo 19. Raising body from sitting' 1o standing position.

N

Both groups take bar;t'.'in this exeféise.. Group 11 manages

" without difficulty. Group 1 needs help both in pulling up ‘and

sliding down; but they try willingly, even the least fit children

(Jack, Rose, and even Sam who dislikes activity). After-a few
repetitions, the children beg.for turns. ) - '
This exercise calls for physical pffort as well as' good motor.
coordination; it may evoke some fear in the child, but the reward
" of the slide is very attractive. - ‘ ' ‘

— Passing the body through a hoop. The child passes his head

Q

ERIC
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“and body through’ a hoop, squats and places the hoop on the .
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floor, then steps out of it. ~
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Photo 20. Crawling o all fours, = .

Pato 21. Lying on back, knees bent and slightly apart,then raising seat off floor b_;;‘
weight on hands and feet. ; S :

Y TN
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Photo 22. Climbing
and descending vert-
¢ - ical ladder.

£

— «Wrheelbarrow walking” (See Photo 26). The pupil manoeuvres .-
himself along, weight on arms and hands, while his legs aress <.
_ . held by a partner, instructor or another pupil.” Lo
- - «Slaloming”, or walking alternately to right and left of a row . )
of blocks placed on the floor. This needs the teacher’s helpy
o asthe children tend to ignore the blocks as._théﬁr'w‘_alk. '
S (s - S

.
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Photo 23, Climbing
and descending vertical
- ladler.
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This exercise resembles’ a competitive game uid can have many

~variants. The pupils are paired more.or less equally in terms of motor
skill. Such competing pairs dre Johnnie and Francie, Jerry and Alice,
Exnie and Phil, Billy and Dick, Tom and Ted, Rose and Jack, Sam
and Lem. They compete on an obstacle run. Such obstacles may be:

'(:3) passing through hoops; (b) stepping over barriers without knocking .‘
- them (big wooden blocks ahour 2.feet apart); (c) climbing over the

box and a slightly higher table plated side by side.

i “‘Obstac»le Race” -

L

" The teacher demonstrates ‘the whole performance, then the best

.

;. pair performs first.

) . . e -~ | . ¥ c
- Johnnie and Franci¢ are the first to compete; they\)erform correctly |
"'«nanrlPefully. Theqithe‘ next pair-starts; Alice stops to wait obligingly

R (1
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Photo 24. Climbing-
and descending virti-
_ cal ladder..

e

. for Jerry who is slowef than she. The third pair has ‘irouble fromthe

start: Phil withdraws and goes back to his seat; he nceds to be accom-
\ . panied throughout by the teacher, The remaining pairs manage only
U with assistarice. Burnoone js lefeout, .« . o T oo
*. Corrective exercises - _ h
‘For pupils with special handidaps, such ss flar feet and “ertebral +
deformities, which are*not uncominon among the severely retarded,
. individual corrective exercises are required. Such exercides are also
conducted i small groups of pupils needing the samé type. of re~
»" medial exéréise or to prevent deterioration of their condition. These -

exercises are not described here as.thejymay be found in.orthopedic

E O "ooks. T - 4ne’ |
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* The csperience we have gained during the three years of intensive
physical education in aur Center -has -conyinced us .that, through -
- continuons systemitic work, it is possible to improve physical pos-.

.

¥ 25, Clibing




Phore 26. ‘,Wlmylﬁar- 5
row walking® - exers -
cisé for Guwlding mus=
enfar stm:gﬂx m upper
i?adv,

‘ .turs., mess and ifﬁotqr abxhtv in both’ severely and profoundly e~
~ tarded pupils. “I'his experienze also demonstr ted that even rather
' dlfﬁcult exercises” are accessible to them. As the above c\:amples;
. show, our pupils- havc not only learned xo perferm physical exerciges,
‘binrralsé to cooperate wzt.h a partner aad 19 adapt to the pattern of =
activity of the whole gtoﬁ;ﬁ‘”thar is to say, :hey have been learmng
" acceptable social behavior. :
A imporignt-aspect js thr, uplike many Dr.her actmues cf the Day -
~ Center {see following chapters), these diverse motor activities do not
~ exclude or isolate the profoundly retarded but allow ‘them t:f) ger "
' .thh the more davck:ped Group II children, o

[
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Sec‘uon 2 B

Socrahzatton through rhythnncs T
by Krystjgna Mruéalska o R

-

SRS
\ :

e “Cooperates only durmg rhythmrcs classes” —- this is'a comment

" -we often ‘come across in the characterizations of our pup'rls (see I
7 Chapter 2). And, indeed, rhythtmcs lessons with miusic have a placet “
'of special unportance among, the actwmes of our Center

. The rhythmics class creates, a setting in which the child is most

' . susceptible to socializing - influences. This is because several key
"faCtors act on the child. They mclude ‘

’Thestlmulatmgeﬁ'ectofmusrc R ~ SR

As we all know, the gene*al effect of music is to arouse and to energrze*
Espemally whien it has"a dlstmt:trve rhythm musxc evokes ammatlon,
the desire to parucxpate, an urge to accompany sound with movement. -
" This spontaneous Tedction to music may be unconscious and chaotic,
., or it may -become conscious and controlled, The latter reaction is -

' the goal of educatron through rhythrmc movement

Music as a factor mtroducmg or" &r into activity

. The transmon from ‘music’s chaotrc “and unconscioﬁs excitation_t¢ "
©a conscious and orclerly reaction calls’ for” lengthy and systematzc
: work with the retarded chﬂa S :

"~ In the- rhy\thxmcs classes” conducted - at our Center, music takes the

lead; it directs the activity of the child. By no means do. we regard
.music as a background for free. e\:pressxon, a form often employed in -

, Tespect to normal children. Nor is music a form of play; on the

» CONLTary, rhythmrcs requrres ma*amum concentratron from the chrld
Y

_ Predxctabxhty of the rhythmxcs class srtuatron -

‘ 'Musxc creates predictable srtuanons and. thus fosters the feelmg of
security. The melody enables ‘the child to feel- -intuitively a regular, L
“§ able beat, tempo, timbre and form. '

51'1%-71 o
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During the rhythmics class we initbduCe fnan_y other amticipatory ™
- elements. These include habitual roles played by the children, “ce-
‘rermnonies” of greeting and. leave-t ’king, regularly repeated musical
Csignals. . . : ' T A
When the child participates in a group activity in which all perform

the same repeated actions together, guided "by music, the childs .
 situation is fre¢ of the unexpected, froma partner or i’ the\expéricncc 3
Citself. e y ’ . : ’

J

o

The non-verbal musical message as. directly understandable)’ "

The typical way in which the instruction is. transmitted to the child
. during 2 rhythmics-lesson is, in our view, the chief factor responsible -
for the success of this kind of activity: the medium for the message
- is-the musical signal. The verbal instruction, so often poorly grasped-:
by the.ret.afde’d(child, plays but| 2 secondary, suppleméutary role . -
here. More atEendon to this point iwill be paid below. - - L

U'niﬁcati'(:\g,ggfthe"gi'bilp during rhythmics classes
/‘,_/Rh’yﬁl}nics has a unique role, in accomplishing our central goal: the
socialization of the child. .-+ ' o -
- The essential aspect of musical-motor activity is that 'a group~of
persons move in the.same way, at :the same time and pace, and in
- theé samé direction. They are bound together by emotional participa-
tjon-in ‘musical movement, sharing the joyful feeling of -involvement. ~
Many children who are unwilling to execute a movement when ver-
bally instructed will.do.so without opposition through'participation
and imitation. - ‘ . . e
Rhyth}hiés'as a special pppqrtﬁ'nity for the profoundly re-
tarded: o o ' C N
" To develop %, sodial orientation in these pupils is an extremely dif-
* ficult and'‘'yet ohe of ‘the most important goals .of our educational -
work. Perhaps ofir problems, methods and: results are best presented”
by. describing in detail the behavioral changes effected through rhyth-
" mics in one of our most deeply retarded and inactive pupils, Susan
& : a sketch of Susan in Chaptrr 2). - v

. o




' \Th soci alizmg of Susan U -
: Susan is a partlcularly mstrucnve case of the soc1ahzmg effect Gf par-—f

72 - T
. l ;:3.

: L Y : .. "z
.1 Fig. 1.-Susan join} the group: four“successwe stages %

e . . :
I - oL
I .
- . ; 1

. ’.\ A~

t1c1patlon' in_ the rhythmms class upon the profoundly\, réf ar ed.
A rhythmlcs lesson in 1965 was Susan’s first experience’ ofbo’“ anized

activity in a group of children. From tfie first day, it waslg; gpparent‘

. that. Susan liked music; she responded to it with a rap1d sehe\kc;f
short steps, a waving of arms at elbow and wrist, laughs and squea

But whxle the others marched. to the music in a Iound Susan ‘moved” ™

“_w1th mlhmng steps along.the wall, now away, now toward the piano.*
The firke attempt to- bring Susan into the]circle met with violent:

resistanice; she was then left to her own devices. After a few weeks

Susan, began to turn her steps away from he wall and toward the -
march'j g children. The chariges that foll e'd are 'represented mj’
@ ir-stage s1tuauona1 sketches shown {n F1g 1 -

CERC 113
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On e day, aftér about two months,. Susan- halted beside the children
“as they were preparing to join hands in a circle. Then thie teacher took -
Susan’s hand, put it into the hand of one of the mere able children,
she herseif taking Susan’s other hand. At first Susan' did not know\

how to movein a circle. She dropped her neighboy’s hand- and kept
moving into, the circle, pulling the other S&iﬁ??vith her. In 'tirn'e,(-g,..
Susan learned .t%narch in a circle, holding*kafids in an orderly way, )
that is, adjusting to the other ;:'hil'dren’s movements. Then one day, - !
s she stood amongst the children joining hands for a circle, Susan .
pontaneously offered her own hands. - .
uring this process, Susan began to single out the insti~ﬁctor. When
she spied ‘her in the hall, she uttered. a great laugh, waved her arms, -
ahd jiggled up and down. Often while greeting Susan the instructor -
_ received the distinct impression ‘that the girl was looking at her-with
awareness and recognition. The Impression. that ‘Susan koew the
_ =ix‘1¥tr'ugtor’s face and linked her with>given sitiations was soon con-
- ,ﬁfped. ’ o . ‘ . )
- Eight months after the,,ﬁrst‘rhythir\_ncs'lesson,’ Susan began to create
; siﬁ?‘uatioris- that afforded her a ‘'similar pleasure. Upon 'vsight,ing the
*instructor, this, usually immobile child rose. briskly to her feet, came
.. -up to the instructor, pushed her rather forcefully toward the piano -
~and onto the stool. Then shé opened- the piano and waited. When'
she noticed that the instructor showed nérsign of playing, she placed .
ene of the instructor’s hands on the keyboard, shoving down the
/ﬁngers until they struck the keys. Nq,-t_qc'ontent_with one hand, Susan
r

eached for the other.and placed it nearby on the Keyboard. s

o point where, one day, she herself ;got the songbook from the cup- -
! board and set it on the piano stand, as'if asking the instructor to play
" from the notes. She displayed considerable irritation when the song

played ‘was not her favorite, then she changed the songbook for:
> " another ome;,  * . T, R

Contrast the above observations with the sketch of Susan in Chapter 2.
. It is astounding to note how much detail she was capable of ~
/ perceiving in the rhythmic—m'uéic sitiation, how many causal rela-
L tions she grasped, how" consistently she stréve to construct the situa-
i tions from which she derived her pleasure. o
-5~ day Susan marches and-plays-a pefcussion instrument. Despite

. /One month after this incident, Susan’s orientation had reached the

JAFui et providod by i




her d1sregard for the rhythm itself, it is one of the features of musrc :
that evoke activity in her. p \
In order to analyze more closely Susans responses to musrcal andw .
" group sumuh, we present a full reco’rd of a rhythmics lesson, focusmg .

~on Susan’s _participation. This is the first lesson after an absence of ©
the instructor (author of this secnon), dumng whrch classés were ©
contmued by another instructor. All the exercises in this lesson '
were prevrously known to Susan - C | “\ . ‘

— NoVe ber,' 1972.'

' A rhythmics le"ssc'm ' : LY

1 Greenng by 1nd1vrdual Apparently Susan recognides the in- o
handshake o structor; she ‘looks into |her face, |
’ ~ smiles, transfers the block she is *
holding- from right to left hand, ex-
L _ : tends her hand ‘in’ response. o Y
"< 2. Greeting with the group: - At first Susan’s Teaction is delayed. /
_e clapping out the syllables of ~then comes the emotiopal reactron
*“Good-morn-ing” on the in~ smile and stamping ofideet for about N
structor’s upturned palms, - 20 seconds, then a few- quick sldps ~
R - on the" instructor’s hands, then/ she
. . *pulls at her own hair and smiles again."
3. Musical signal is played on ‘ AT
. piano and sung by the 1n—f : S
structor. - el ' T

h3o

Let-us;maka-a _c/r-cle /et»us make-a cir-cle, /et us»make -a. cu‘—c/e “pow.

' Susan listens with an attt ntive ex—i '
ptession. When the other children N

join in a crrcle she offers her hands

. : co too. :
Clrcular march in tune to  Joyfully, Susan trots and ]c/>gs with
the-music. - : the others; as th tempo- increases, - -
- : e she tries to speed fer steps (but rather,
qé . - _ ~ is pulled along by the other, children).
O ~"usic stops. +, »  Susan stands still for about %5”.

ERIC . g5
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Agaln the musxc starts, again
‘the ¢ircular march. Signal

 sando. in higher key). .

4. Musxcal signal is played

" and sung.

5. Instructor brings over: ‘the

. songbook from the cupboard

and ostentatiously places it
"on the pxano top, sits down

' thé book'on the: stand opens
- it, turns the pages.

" 6. Instructoi— plays

- theme of Susan’s formerly

g favonte song ,

i 1

7. “Susan — come here”.

s

snck The instructor Starts to
1mprov1se

s . : : .
The music stops.

" The music is renewed. - -

8. A polka _ s
- Childr

i sircular fashion.

- for change of direcridn (ghsn 8

A smg awarcness

" on the piano_stooly plages -

Susan is given a drum and

P

orm. pairs, hojd
- partner’s  hands and dance

' Susan gwes her hands to her nexgh-'

bors.
Susan turns around wrth help

Susan goes to a chmr and sits down.

Susan follows the instructor’s move- =~
ments with her eyes, face' expres-
and watchfulness, ‘

mien - serious. .

the

No reaction.
Susan rises, makes half a step to-
ward the instructor, then sits down .

| on the first chair in her way.

7, g

-~

. o ) ‘
.. Susan strikes the drum with a series

of- short rapid thuds, at random.
(The observer then placed the drum

. directly in posmon below the stick).

_After the music ends, she makes a:

. quick: drumroll; The observer takes .

the drum.

Susan starts to reach out- for the ‘
" drum, then withdraws her hand °
(“half- acnon” the beginning of a di-
rected response, but uncompleted)

&

. R ".‘;. . " ;
»Susau dances vflthy the 1nstructor. .

Smiiling broadly, she turns quickly, . '
" pulling her partner ‘with her. -




i

Partners clap.

9, “Obstacle race”

| - Hoops-are laid down on the

floor in a line.

~ The child is to walk down,

the lme ‘stepping only in-
- side the hoops; at the end,
he has «the reward of str1k1ng
. the gong
. To add a complication, the
*“instructor moves the gong
while the child strikes it —
‘upward, downward, from
- side to slde by changmg
. .hands

vIOﬁ'ers her openn palms to her partner,

'holdrng them for a moment. in this
position; her face shows concentra- _
txon, wrth ro trace of smile~ .

\

. -

Susan is led- along the line Some-
times she steps inside the hoops,

“apparently accrdentally

{

- Susan keeps strrkmg the gong Her

harid moves with the changing posi-
tion of tl)e gong /This lasts 30. sec- /
onds. Now: ‘she’ clutches at her hair, /
pulls at-the ifistructor’s blouse,’ appar-/
ently drschargmg tension. &

When the gong is transferred to the

. instructor’s other hand, Susan stops,

The 1nstructor goes to Su-
san, places the gong under -

her hand’ for her to play fur-
ther. .
. 10. Agam the musical srgnal
' to fort.a a circle.

‘.

moves oﬁ” sits down on the c/harr'

tbes1de ‘the observer.

Susan pushes - the mstrucror/ away,
after about 15.séconds, she strikes -
her head against the observer s sho«l-.
der. . N Ll

Susan’gets to her feet qﬁickly, joins -

the circle. She bea’rns with pleasure.

. t‘Basrc prmcrples and procedures for a rhythmrcs'
class wrth retarded chlldren

\

In developmg her work with severely retarded- children, this author
“did not start.from any theory. Durmg the seven years of work at the
Day Center, procedurés and principles were . gradually devised and
“ tested in p actrce Those yielding the best results are- summanzed '

l'\n‘r\ v
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The rhythmics cldg’S';*eqﬁifes careful pian’hing_ '
Classes are held twice_weékfy and lastzfrom 30 to 40 mi_nu’fés. Cla'sées
are held separately for Groups I and I1. . B
" In selecting the’set of exercises for the Igsson, a number of factors are
~ held in mind. These are:. . ° . " o

— dégr_:e of difficulty,

s

. extent.of movement involved,

a ¥

i — kind and variety of body positions during performance of the - -
L. exercise, = AR L Lol
— ‘degree of concentration’ required. _ L
" Every\rhythmics lesson combines constant elements and yariarits or -
novel elements. Constant elements include the ceremonies of greeting
- and leave-taking, the march in a closed ¢ircle, the unvarying musical
signals. Variants, or novel 'exércises,‘ once introduced, are repeated
~ -at every second or third lesson until gradually they are brought to
. a good level of performance, and become interchangeable parts of
a lesson. ' ‘ ' ' : o
‘ 1

 How can we g'et‘the best performance? L

Superficially viewed;' the requirements placed upon the child are
" minimal. However, the aim of all our efforts is to obtain the best
" possible result, for each successive performance of an.exercise to be:
~ a'little better than the one before. How can we achieve this? -
Let us illustrate. Tom js, walking with the others in a closed circle,
- shuffling his feet. First e say: “Higher! (Feet higher”) then “Every--
* body lift his fee!”, and only. then: “Tom — feet higher, higher”.
Our correction is made without singling out the child. for negative
attention, Or. embarraéﬁng him. Often we correct a child’s performance
| . by assisting him physically without comment. When a child is brought
to the middle of the room for individual help and no.negative verbal
" evaluation has been expressed, he often considers -it a mark of distinc-
tion; and miakes a special effort to come up to expectations in his solo
 performance. : E -

/ . . .

. Positive reinforcement always has priority over corrective interven- .
tion. Our principal aim is for the child to want to be active, and for" -
O ctivity to give him pleasu/rve.'Tl?gse';ccixgltlons determine whetl}eg,}

ERIC .-~ RS 73 & . S
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- ‘the. chlld s acnvrty is amenable to guldance, Whether he h.\msel_f wﬂl :
4,smve for- greater precxsron

Indrvxduahzed exercise as mmatmn mto group exercise

- Depending ¢n the state of socxahzatron of each chrld we select thc
approach best .suited to him. Consider Susan, or Rose, or ]ack

' for these | children individual contact will always dominate, even.
When the exercise is ‘conducted in a group. By this we ‘mean that,

. more often than for the other children, we must attend to them di-
rectly: we must catch their éye, approach them, address them by
name, touch them, place the appropriate object into their hands.”

‘But the individualized approach is more than this: we must often 4
plan: the lesson so that éach exercise, can be performed by one Chlld
at a time. ,

The questlon arises: does this not h1nder rather than foster the group

.- spirit? On the contrary, individual contact is precisely the necessary -
condition for the child to grow into the group. As we will see through-~ -
out this book, there is always the double aspect’ to all activities in the
Day Center: the individual and the group, one ;< egrated into- the
other, one bulldmg on the other.

Later in this section we shall return to this problem; but now, to

. illustrate the individualized approach in the rhythmics class, we shall "

" describe one ekercise for Group I and show how it is ad)usted to
. meet profoundly retarded children’s capabllmes ' :

‘o

Example of an mdrvrdual exercise

The children dre seated in a row on the floor against the wall, the,
“instructor at the piano, and a drum and’ ‘drumstick on a chair beside
her. Each child in turn comes to the piano,. prcks up the drum and
drumistick, and plays a rhythm to accompany- the instructot’s piano
lmprovrsatlon When. the music- stops, the chrld replaces the drum
on the chair and returns to his place. Then the next child comes,
. and so on. There are 10'in the group; each child plays for about’ one . -
. minute. Thus the éxercise is rglatively long ‘

gDesplte this, the children all await their turn quietly. When Tom s.
tdrn comes, he literally leaps to his feet in his ungainly and uncoordi-_
g !'manner. He knows h1s turn has come, though during the pre-

o Provided by ERIC
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' ceding performances he was l}ookilng out of the window at a car in’
the yard, scratching. himself, rocking back and forth, and geherally
conveyi,ng the impression of not knowing what was happg:n,in'g:around ‘

N h1m b ) oo - L K . -

* Susan occupies the last place in the row. She sits in, a chair because

- of her special difficulty in getting up from the ﬁ'oo‘r."Being last, she.

" can benefit froia the fact that nine children perform the exetcise ahead
of her, a.fact which ‘gives her more Opportunity to take in what they.
are. doing. Susan has advanced to the point where she can barely

o wait her turn; she stmgg]es up ghead of sev,era]" children; comes over -

to the piano apd demands the drum.: ‘ ’ SRR
We ‘see. from' the above description that, although the crcicise 18- -
.d'one‘ one-by-one,/each child is aware of taking part in a group per-

formance and of having his position in ‘that grouip; he cannot but
. realize that his situation is dependent upon that of the other-children
" in-the group. . S ' _ o
" Another important aspect of this exercise is that the child has contact
- with the same single action over an extended period of time, and
" thus from' time to ‘time his attention can wander without fear of
failure or reprimand. This is a particularly favorable situation -for
the severely retarded child; who is easily fatigued. :
Even those children who are able to react tg'an instruction addressed
to the whole group requirg an individual approach, if only to maintain
their motivation. For example, they benefit from such remarks as:

- “Did you see what Liza did?” or “Didn’t Alice do that well?”

Multiple media transmit the same message ‘
The rhythmics class is a situation in which instructions are communi-
cated through diversified and.mainly non-verbal media. The words
employed have only ‘a supportive role; they do not demand an
analysis of meaning by th‘F child:, they are simply one mediut
through which the message is conveyed.. ' R .

* Consider the situation whEr{th"e verbal medium is the only one:. .
“Now let us change direction®. . - ‘ .
The child would have to ;cornpr'ehénd' three essential elements at
once to perform this action: ' ‘ : :

O e expectation that he is to do ‘something;

1200 0w
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- ii. the _coriiplex' infotma'ﬁqnal content of “change d'ir"ect,iqn”., notions
far beyond the grasp of the severely retarded child; =~ o

- -ii. the precisé timing of the action.

- Now, when this complex instruction is “translated” into a single, simple
and consistent musical message, even the profoundly retarded child
~is capable of reacting appropriately. - o

There seems to be a specific xole played by words functioning as
_thythmic stimuli, as the following description illustrates,

On the Whole; Alice was always very good at thythmics. But she ‘was
" unable_to adjust her.stepping rate’to a gradual change of musical
tempo. As the diagram shows (Fig 2.); instead of gradual acceleration,
she redeted only to extreme tempos, slow or fast, Various techniques_

- were tried with-Alice to convey graduality of rhythm change as, for .
. example, beating on a percussion instrument, pping out the rhythm
on her shoulder, waving the hand — but-tp no.avail.- T
Thent we tried chanting words according to a given beat — ““A[lice/
[Bét/ry/Jane[and/S4l/ly”. This began to take effect; Alice started to-
adjust her, pace to the accelerating beat. Then, as if trying herself to

- Frequency of steps

time . -
. H A

" e e s Gradual acceleration of musical tempo ‘
~————— Change of tempo in Alice’s performance

Fig. 2. Acceleration of speed by AI:ce

== a2b 0
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improve her performance,. she staned 1o repeat the woeds with
the same accelerated empo.' S v l

- This observation, oné of many we have made on this technique, points
o the exceedingly important fole of verbalized rhythm for geiding -
- "and ordering the movements of the reiarded child.
. Litde is yét known abour the individual difficulties of severely retarded
" childreni in percgiving rhythmic stimuli. I seems most reasonable,
' herefore, to transmit rhythm through many receptive pathways,
- thus providing varied opportimities for the child 10 achieye success
" despite his specific handicap. The surest road to success seems to be
to transmit the message to the child through more than one sensory
' modality. In view of thes2 experiences we adopt the policy of empioy-.
~ jng the maximum number of differgntinted ways 1o coavey 2 rhythmic "~
- “message, including: ST~ o .
© — rhythm through piano music or percussion insnument; o
- 'rhy'thmig hand and arm movements; - ’ o Y )
~  thythmic ‘tapping on the child’s body (nose, chest, shoulder); *
- .= chanting or recitative voies; SRR ;
— impitation of others? movements as the glementary mechaaisin for
. guiding the child’s movements, - ¢ _:
_We praseat below several exercises which employ different sensory
‘pathways for’ communicating 2 thythmic instruction to the child.”
We have sclected exercises which inducé the child to perform along
with other children. .. S .
) . o . Simultaneously reproducing a rhythm in pairs
. Children are seated on the floor in pairs, parwners facing each other.

* Between each pair lies a drum on the floef. o -
T Srge 1 — Each child strikes the drum with his right hand to the
ooz rhythm of the music. (They must strike the drim in

R suchl a-way 45 not 10 interfere with each other)
Stage 2 — Partners take hands across the drum. With joined hands,
7 5 they swike together on. the drum in tdmeito the music,

#Rhythmic conversadon’s” .-
. g

1)

v

a

&ra

0 elerrately reproducing rhythm in pairs - L.
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‘Stage 1= Tastructor nd'chid stand facing eachgtaher, each holding *

S an instrament of the same kind. The instrucior beats out -

. a rhythm, 1. &, she “asks a question”, taking into account -

- the perceptual and executory’ capabilities of the child, *
.~ The child answers with the same chythm. ST

“Examples of thythms: . . - ) ,

NS e ~— B s e = o S e

- Stage 2 — The instructor chints a rhythmic beat, for instance, #e
‘ - words of a song (without instrument). The child repliesy
reproduces, the"same rhythm .on the instrument, e g,

[

E2

v Enghschug gy past

it~ Sl S =T

' sta-tion  tak-ing chil-dren o va- ca~tion, |

o~ ot Passing the bail on the down beat
* Children are seated on the fior in a circle. They pass a ball to-their .
-+ tight-hand neighbor, but only on the down beat of the musical bar,

To perform this exercise, the children must listen carcfully to"the -/
- music and refrain from passing the ball immediitely it is received. /-
. They must begin thé wansfer at the exact moment indicated by the
. music; and in a given direction, into the hands of the right-hand
“ neighbor. o B A
- As soon as the child begins to master this exercise, ke usually keeps- -
" his eye on. the ball. “Many children mark the stressed heat with
rocking or head-nedding, o o e

39

| Synchronizing thythms of v,;ord and movement s
" Stage 1'— The children form a circle, facing inward. To the ‘bcér':u ‘
of stamping feet, the children chant the following words, ..
loudly and cleafily.N The final word Jis accompanied with P

) a loud stamp of the foor.” . .
" Ma—ry, Bet ~ty, Jane and Sal—1ly, o
- Ma -7y, Bet— 1y, Jane and Sal —IJy, - ,
- Ma ~ry, Bet — 1y, Jane and Sal—1ly, . R
z\'ia:;- 13’ ﬁe[m 1y, Iacb! ) L - . . . ‘

CERIC BT <




Smge 2 — Children mi«. paxmers and i‘ax:e each crhnr ’i’hc:y re-

3 - gire the text and clap once © each syﬂable 0*1 the ﬁmﬂ .
L -word, each stamps* & foot. ;

" Each word' can e clapped out. dxfferenﬂ;,, gwmg, many vamams. L

~ For example: _ e

C Mgty the child claps his own hands thca S

R

= Bete—ty - - the child claps his parmer s hands twice
J‘ane md Sal — ly = the chxld ciaps his’ uwn thighs four u*n:s.

‘o : . Imxmtmg rhy:hxmc movementv o

Thﬁ chﬁdren smnd ina cu:clc, together wuh the’ instructor,’ each ’

- hﬁldmg 2 handkerchief. The insiructor waves the handkerchief in_
. varioys rhythmlc movemems whm}x the: chﬂdren umtate

. Tor example; S,

LA raising the ﬁanﬁkerchxef upward Wiﬂl a ﬂowmg movcment, hold~ .

¥ ing it with both hands at WO COmexs, and lowcnn;{ it, ‘Duranon. i

, onc34beat L S
b, “shaking” the handkerchxei‘ hcld w:th both hands &t two comers.- o
' D;xxa:mn of each shake: 1/4 or 3 shakes on- 3/4 beat v

c. “dropping the handkcrchxef” on the floor and pxckmg n: up onlyf ’
after two or more beats. ' C

s

Reproducmg xhythm ofa bouncxng ball* -

- The chﬂdwn éir in a row on the bench facing the instructor who
" bounces’ ‘the ball, The chtldreu ciap to thie bounce of the ball. ‘

'In conclusxon, our pmcnce shows: that xhyﬁ:mxcs is one of the most e

. promising -methods of socializing the severely retarded: it is-an -

~ . intreduction to other joint activiries swhich will be descmbed in tb,e
. fnilcwmg chap:crg. CL T .
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* Photo 27, Clearing
away after a meal.
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. Educatlon for cooperatlve actlon

o . } o

La

How far our pup11s Wlll be able, now and in the future, to l1ve in ..
harmony with the. social environment is prlmanly defermined by -

their ab111ty to consider the needs of others and by the1r readiness to

. cooperate with others.
It is not our intention to underrate the necessity of teachmg the re-

tarded- particular skills ar;d techniques, But the extent to which such
skills wil be employed is determmed by the abrhty of these clnldren

" to live and work with others. ‘
It is for this reason that the éducational program and methods of T

~ the Day Center are aimed at creating conditions-that favor rec1proca1
. contacts. We have discarded the principle, ‘still recogmzed by somie

" “don’t prompt”) 'We take the’ opposite View: most of our time: 1°

devoted to those very kinds of activities that involve our pup11s in - |

diverse forms of collaboratlon and mutual ass1stance These act1v1t1es

 take the following main forms

. 1) working in pairs,- : ]

' 2) working inteams involving the majority of the puplls,

3) the chain method of team work,, used when a task cons1sts of.
( producmg a series of s1m11ar products ' ‘

ERE
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\ . ,v Educauon a
Ca o for soc1a11y :

by Maria ‘Si‘ejko, E

'in'the teaching profession, that a pupil should primarily do a thing - L
by himself without aid from another (the rules of “don’t copy” andx -




'plls (Group I)

Such tasksare divided into a number of smaller .ones differing
in degree of difficulty and assigned to particular chlldren accord-
ing to thelr skills and abilities. '

Soclahzmg activities w1th profoundly retarded pu-

‘The developmental level of these puplls is comparable to that of the ’

one to two year old child (see Diagram 1 in Chapter 2) who has not
yet attained the stage of spontaneous collectrve play with other chil-
dren. Sdcialization in this group rests mamly on cooperation with an

- -adult (see examples in' Chapter 3 on md1v1dual therapeuttc approach).

However, our goal is not limited to this ,:twe “work /toward mduclng

these children to. estabhsh contacts among themselves. -

. These methods will now be described and illustrated from our obser- -
" vation records. They are applied differently in the two groups: = .
. Group I, comprising the" profoundly retarded pupils, and Group II5 -
~ the severely retarded. We shall start with some ﬂlusttatlons from

: Group I, then go on- 10 Group 1. :

The most favo\rable setting for estabhshmg cooperatrve hnks if only’_‘ "

been fully dealt with in the preceding - chapter ‘What we wish to

o :_stress agam here is the: essenttal educational’ effect “of this type of
activity in 1nduc1ng the’ chlld to_ ad)ust his own act1v1ty to that of =
another, a purpose served- faf more effectively by a physical and

-rhythmic, prograin than by any other type of program. However,

» there are also many poss1b111t1es for b]endmg the various types of

The chtldren are /seated side- by s1de in a row of chairs. The game. '

RIS 127

‘exploiting their possibilities in. soc1ahzmg the deeply retarded child.

A number of approaches and procedures will be presented below
* which have proven successful in helping to overcome the soc1al iso-
~ lation of thé profoundly retarded child. o
- We present th1s materlal in the form of our recorded observatlons

-3

Pass1ng the ball along a row ‘October, 1969'

C ot

IText Providad by ERIC.

'in the form of synchronized individual movement, is that of the gym -
“"or rhythmics class. This aspect of work with retarded chq&rn has

" activities: motor, manual, arttstlc and so o6n, for the purpose of .

N
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s is to pass the ball.along the row. To+do this, the pupil n;’);\'as't: (1)t -
»toward the neighboring child; (2) look at that child; (3) take note -
" when he passes the ball; (&) grasp the ball in his own hands; and (5)
rransfer it into’ the hands of the child on:his other side. The children
~ taking part are: Tom, Susan, Jack, Rose, Sam, Dick and Charlie. ..
o Tom’s eyes are fixed on the window most of the time, but theﬁrnoment
" he is to pass the ball to Susan.on-his rightPhe turns toward her and
places ‘the ball in her hands.. Susan reacts immediately to the teacher’s
instruction and passes’ the ball on to Jack. ‘But Jack does not have
ill'to grasp the ball ;‘“{hen_ the teacher places it in his hands,
it back to her or throws it on the floor. Rose understands her ©
on at once. Once she receives the ball; she turns with a big
) _,smile} o Sam and places the ball into his waiting hands..Sam rapidiy -
- hands the ball to.Dick, But he is in too big a hurry and the ball'tends - -
'sto slip out of Dick’s hands. When Charlie, at the end of the Tow,:
" ‘receives the ball, he runs up to the top. end with it and the game:
‘ starts over aga{in. Later, the direction is reversed. Five times the ball
= is passed along the row from hand to hand. - :

“Tossing beans into a hole in a can - December, 1969. -

The children are seated at-tables arranged in U shdpe. A handful of
beans is placed in front of each child. o " , ‘ C
- The teacher, with a can in hand, goes from child to child requesting
" a bean to be inserted in the hole. Each time- the child performs the
task well, he is complimented: The teacher makes the rounds twice. .
- By the third time the players pass the can and each adds a bean by %
‘\‘ himself. As the can goes from ¢hild to child, the teacher continues to.
compliment each good ¢

/7,

performarice and to- encourange those who
have difficulty. The last child to insert a bean into the can brings it
to the teacher. In conclusion the teacher thanks all the players for

¢ their cooperation: o o T e

< : .~ Pasting a picture montage ‘May, 1972.
-The following excerpt from’ our records reflects, in our view, the’
 typical behavior of Group I children when assigned tasks that are t00
. difficult and have an unclear outcome. In this case the task is to com- _
. bine elements into a composition of a landscape and a house. o
O e following children are seated around a‘tablizélogse; Tom, Charlie

C T 125
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. and. Jack The teacher (T) makes a. few openrng remarks telltng the .-

children hatsthcy are to do. Her purpose is to create a work atmos- -
- phere. T’ s worc‘only evoke interest in Tom, and only momentarily.
He responds with' “Laaa...” (“las?, “meam"r?g “woods”) and points-
"to a-green tree-top. But. after a. moment Tom gets up from his chair /.
- “and sits on the floor. Rose shifts her chair to face the window, as.if -
© offended by the. proceedmgs Charlie, the only one to participate in
~ the work, mutters. “Uh huh”, nodding his- head up and down“ He.
seizes the paste-brush and begms to spread paste on the cardboard
background ‘ :
Then T hands around' the cut-outs, pastmg s1de uppermost (Group I
- pupils do not differentiate the two sides of a shect). Charlie settles- o

down to the work of pasting the cut-outs. Rose does not take part . -

despxte persuasion, and objects with a shove of the table.- She is. then

left to her own devices. Jack now starts to.toss.the’ colored cut-outs .
onto the. floor. W‘len scolded, he kneels down/ to collect the crushed -
scraps and lays them out on the table-top For awlule he is removedA
to a seat’away from the work-table. Now Tom comes over and sits .
“down at the tablc ‘With rapxd movern/ents he starts spreading paste

. on the cut-outs as they are handed to him by T; who then takes -
‘them and places them on the cardboard background Meanwhile the

assxstant (A) has returned Jack to the table and is guiding his- ‘hand in -
" pasting on the windows and doors of the house.

"~ Tom now staits to stick the pasted cut-outs on the cardboard at
random. ‘T readjusts their - positions. Soon Tom gets bored .with
* pasting and leaves the table, Despite urging he refuses to return to
the job. Rese now succumbs to persuasion and ‘starts to take part.
.She pastes the backs of several .cut-outs. Soon a. house, trees and
a sun emerge clearly. :

As the above account shows; this type of~group actlvxty w1th pro-
foundly retarded” chrldren has Ijttle chance of success. Better results. .
are obtained ‘when we bring one pupil from Group T into actrvmes

_ with the more .advanced Group II. : :

~ This approach is illustrated below. = P

"Who wxll sit in the empty chair? May,/ 1972.

Rose (from Group I) takes part in a Group II game, s - -
"““‘ "“ ldren are srated on chairs distributed about ‘the room One:
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" chair is empty. “The child nearest to the free chair calls dut or points ~
1o the one he chboses to occupy. this place. Sometimes the teacher -
- has to do this for the child. ‘ ' - e

Rose is-immensely fond of this game; she can play it tirelessly and.

is active from start to finish. As soon as her name is calledy she strug-~

- gles to her feet and hurries to take the empty seqt.'Iifer face is lit up
- with smilés of glee and she remains animated throughout the game. >

L - Let’s draw the ‘te.acfle-r March, 1972.
. Ted from Group I joins Group, II for this activity. = -

The popular holiday, “Women’s Day”, is approaching, The children -
do not possess the general concept’of “woman”; they must associate
_ the word with a given person. Oane of the teachers — Helen — serves
_as - this model. , A o o
~ Alice starts. She draws the head — alargish circle, slightly askew.
" " "Hinting at what comes next, T points to Helen’s Hair. Franci¢ takes ..
an orange crayon and draws spirals of hair.” T selects a crayon for
Bob and tells"him to draw the eyes. He ‘makes two. circles and adds ‘
. " two short lines for the lips with-the same crayon. Then he laughs and * -
\ points at Helen. Francie is still at work oni'the hair. The other childrep.
look on. with ‘longing expressions; Ted keeps asking: “And me? ..
-And me? " 0 T A - ~
T enquires what is still missing from the drawing. Alice points to her:
own nose, then draws one. T helps. Ted draw the eyebrows. Fraricie
shows by gesture that the trupk is missing. Bob draws the hands,
Ted colors the blouse and Dick the skirt which is outlined for him
by T. Now Bob draws shoes. Dick is handed a blue crayon to make-
) the sky: he exchanges the ““blue crayon for a yellow 'one,_,andﬂﬁ/vvs
lines insicad. Did he intend this to mean sunshine ? R
"Ted draws a flower, his hand guided by T. .
 Now the drawing is ready. Together we hang it on the wallboard.
" Ted goes for the box of thumb-tacks, and holds it during the tacking.'
Dick holds up one side.of the drawing, Francie the other, as T tacks =
. itin placé. oL : B o
" Ted participates spontaneously and actively in-a task which is far
more complex than that in which Rose shared. Although his hand is -
_guided by the teacher, he shows' the feeling of having participated in_
~, ~llective work. This is preciscly the result we seek. o

O - - . U
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v Afr/eir‘i several months of mvolvmg Group I puplls in Group II activ- . -
ities there were noticeable changes. Contacts among ‘the children -
were now often the result of a spontaneous need. '
(Al the pupils, with the exteption of - -Susan, now carry their plates ‘
" to the kitchen after meals. Jack and Tom_gather up others® dishes
. § well as their own. . Rose has learned to- dlstrxbute the.table napkms to .
* the children before the meal, :
~ The most 1mportant aspect of our work on soc1ahzatxon at the Day
Center “is to keep fannmg the spontaneous mianifestations of help-
fulness and friendliness. This applies to Group I as'well as IIL
Each sign of cooperation, sympathy and mutuahty between pupils i 1s
immediately reinforced by the teacher with a glance, a smile-or a fa-
vorable remark about the- pup11 to another -adult.. Even the 'smallest _
incident is noticed by the teacher; for example, when one child offers ~ -

s

Photo 28. Serving: each other at table.

L
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- his hand to ‘another; snﬁleé at another, helps arother with his cloth- .~
- ing, initiates some joint game together. “Help him”;* “Give him a

" hand” and. “Hold that for him” are suggestions often made by, the - -
" Center’s- staff. . » S SRR
. Self-initiated coopefatioff among our pupils represent, in-our opin-
~“jon, our fundamental edu»cat'ionalA achievement. Examples will be
‘found in excerpts from récords given later in this chapter.

) Spcializing activities with 'sevérgly retarded pupils
o (Group -II) ‘ e

8

-Group II consists of 7 severely retafded children and 3 de af pupils on
- . a Higher level of devglopmeﬁt. . -

“~ Working in pairs " S
- Many activities which, according to classroom tradition, arc performed -
"individuaily are in our Center ‘performed in pairs, i. €., tWO pupils
- . working together as partners. For instance, mcuttmé cloth or leather, -
~.or in sawing wood, the mere dextrous pupil cuts or saws while the -
+ less skilful partner holds the material. ’ v .
At first our pupils were baffled by the new style of work, but were
quick‘tonote its-benefits for themselves. For instance, when Johnnie |
~ cannot manage cutting leather by himself, he goes to Jim and asks
" him by gesture to hold the leather for him to cut. (Johnnie cannot
talk), -, . - T - - -
"A typical-illustration from our records of paired work follows..
‘ .  Punching holes in leéther " November, 1971.
- Materials: pieces of leather, a punching tool. . L L,
- T chooses Johnnie and Jerry as partners for this task. She spreads
* a blanket-on-the floor and sets a wooden stump in the middle. The.
three sit down around it, cross-legged. T explains what is to be done
as she démonstrates. She folds over a piece of leather and places it
on the stump. Using her left hand she sets the puncher in place and = |
strikes the top with a hammer several _tin'les'. T removes the puncher”: .
unfolds the leather and shows the boys the two round holes in it.

- o

" s demonstration is repeated several times.
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" Now ]ohnnie. goes to work. He folds:the leather over, puts it down

on the stump, arranges the puncher in position (checking whether -
the distances are equal from the two sides of the puncher to the edge

~ of the leather). Then he strikes it Jlightly, removes the puncher and -

unfo;ds the leather. There is no hole visible. Johnnie flings gut his
arms in disappointmerit, T shows him. again how the hammer must

be struck hard. Now, at the sight of tiwo holes in the ur folded." '

leather, Johnnie’s reaction 1s to leap up in joyful excitement. )
Next Jerry is told to do the same task, but he w1thdraws in fear and

.""refusal. So Johnnie makes all the holes in the remaining p1eces of
. leather and Jerry helps by handmg him the’ pieces after first folding .- -

them in"two. This ¥ .n. o7 2id is his own idea. But each tinte ]ohnme
hits the hammer Jerry covers his ears with his hands. -
Afterwards, the boys t1dy up, fold the blanket afhd take all the ma—--'
terials btk to the1r places. :

" Teargwork

e

&[Kc

“As a general rule, the optimal number for a team is four to'six to
avoid obstructmg one another. Meanwhile. the remaining pupxls are’

. occupled with auxiliary or ‘unrelated tasks. But sometimes eight,
. nine, and even the whole group of ten are involved since the excluded .
-pupils stand around looking on and wanting to participate. “I want ;7
to paint!” from Phil, or “Me, me!” from Ted. ‘Though their actual
" contribution is m1n1ma1 their willingness, engagément and enthu-
siasm count far more than the effective part they play.
Pupils selected for a teamwork project feel important and proud .
of the fact Even lea, who usually sits o the sidelines, enjoys a part

¢ in this type of occupatlon In fact, the firsttime lea showed the least

“desire to be active was in this manner.
~Several recorded observations of teamwork pro]ects are presented
below

L A modeI garden December, 1969

Materlals Large plate or tray, wooden SthkS, kleenex, clay b1rds )
(made earlier). )
Preliminary steps : The pupils are d1v1ded intp small groups. T explarns :

. what is to be done: “Yesterday we made a lot of birds out of clay.

. Lg L PN

(3"~ we are going to make a little garden for our birds. The boys
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" are to line the bottom of.this fray with clay and get litle sticks

o be the snow on the ground”.
- Report of the activity:

‘Bob and Jim - lJine a large tray with :play and. “plaht”

‘Frank, Johnnie , . bréak up the sticks into  proper lengths;

Frank =~ - also criticizes Ricky (“Shut up,- y’broke’em
Eddie and Phil - prepare the snow for the garden by tearing

~ Bob ¢ ' join$ Eddie at his " task, helpi}ig him tear - -

~ far as he can, tells what he has accompliéhed. Each receives a word -

\ Ce ;

ready for the fence. The girls are to paint the bi';as. When the garden ,,
is done, two children will pyt on a-layer of white kleenex — that'll
‘little ‘sticks to make a fence. They work
" together smoothly -and efficiently, in good
) spirits.. (They are inseparable pals).
and Ricky - © . .using one as a measure. -
Johnnie - . disapproves -of Rickie’s work, throws his
’ e sticks 'to one side.”He shows Ricky they are
s : “uneven in length. : L
_ wrong.”)".
Alice and Francie -  paint the clay birds. . )
Francie - _ .- feels responsible for their part of the
L enterprise; she continually shows Alice the
slightest imperfection in the latter’s work.

~

sheets ‘of klegnex into narrow strips. Eddie

. is absorbed in this task. He calls for some-~ .

~one to take Phil away (“He spoiling it —

T do it”). He works with sustiined ardor, .

. gluing and Jaying the Kkleenex strips over
the garden.’ S

S the kleenex strips.
Francie and .Alice set the birds down in the garden.
. X . Ry g -

Termination: T talks §§er the work with the pupils. Each pupil, as '

of appreciation for good work. Eddie and Rob are singled out for
ial mention in view of their perseverance and thoroughness.




Bakmg cookles‘ .March 1971

: Matenals flour, sugar, eggs, baking powder, ﬂavormg, cream Uten- :
. sils inchide tumblers, cookie board, rolling pin; baking 1 tins. :
_ Preliminary steps: Francie and Ted lay the utensﬂs and ingredients-

~ on the.table. The others indicate these items as the teacher pomts

them out and names them. . ,

* Seven children ‘tak= part.

"~ Record of the actmty Bob pours some flour onto the cookie board.
A helps Ernie pour sugdr into the measuring glass, then Frnie pours -
- the sugar over the flour, adds a little cream. Dick and Phil follow the :
. sameé procedure. First T demonstrates, then each child in turn prac-
tices kneading the dough. The other pupils are busy carrying ingre-
dients and utensils. - Francie greases the baking tins. Bob kneads ‘
* “like a-real baker”, a compliment from T which produces a grin of
* delight. (When Phil first wried to knead douyh, he was mcapable of
making the movements; but after only a few tries he hegan to press, ’
e '-down frofn the wrist and knead properly. Now kneading dough'is .-
| ‘one of the few motor operations Phil can perform well.) Ernie is
: trying to knead but his efforts are even more awkward than were
~ Phil’s first attempts.. As soon as some dough is ‘ready, Dick rolls it
. ‘out; Francie and Alice cut out the cookKies with a tumbler, and place .
“them on a plate. T and some of the other chﬂdren transfer the cookies
~to the baking tin. : :
The participants show real pnde in the task and its product Once the. .
cookies are baked, the.pupils pdss them around to the staff members ‘
* and the children of Group 1. Often they take cookies home with them, .
to the pIeasure of their parents, o
: :Cook:e-makmg is an activity that lends itself casﬂy to tcamwork
 The pupils .can be largely mdependent at_this undertaking. Now,
after many repetjtions, a word or sign to show the plan for the day is .~
enough to set the children in action moving tables, putting on aprons, -
.getting: the equipment and mgredxents ready. Nor is theré any diffi-
culty with cleaning up afterwards. Once a suitable division of labor
‘ »has been made, thé teacher’s role is almost negligible.

’Cookie-mnkmg follows customary Polish procedures. But probably cnakie«»makmg mywherc can
LS cd 1o this purpose.
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_ Once again we stress the aspect of sagial acceptance of work dode.
- - The product of a joint effort is, without fail, commended aloud by

" - the teachier, assistant, Day Center director and other staff members. -
. But’ the greatest pleasure of all is derived: from the opportunity fo -
+_proffer one’s work to an adult. Sometintes. this-is done Byhiach child
* individually; sometimes it becomes a form of xeward, the best workers -
' forming a delegation 1o make the presenfdtfon. .. 7
- Always, before beginining 4 fask, the children are informed before- . -
- ‘hand for whom they ar¢ doing je. This hasa iobilizing effect, partic- .
- ulagly if thaf peison is one with whom the pupil fiss an emotional
" tic (his mother or teacher). e

 'The chain method -+ TNy ]
*. . Teamwork activities by the chain method tequire x\mre carefal prep- =
* aration than do any ‘othier forms of collective work. ol his type of
" activity“consists of a chain of operations in a given order, ‘which ter-
‘mindte in a final product or Series of products. Each link in the chain "
is a sk performed by one (or more) children, and is part of a whole. -
sequence of tasks. ‘Thus ezch child receives his task at some $rage of -
. progress toward the end product; he does his part, and passes the
- owirk ongrthe child orking on the nextstage. - - -
. Group activities-by the ‘chain methed have the advantege that all
' . pupils can participate regardless of degree of capability and kaowl-
ﬁd@g:;;simply; the less able pupil performs the less skilled cperation.
"7 The.chain method is illustrated in the following examples from our -
- records, . o : ol
o © -A greeting card for Women’s Day March, 1970
. Materials: Bristolboard cut up into rectangular cards of desired size,
. an office puncher, fancy ribbons, scissors, jllustzated magozines,
¢ glue, brushes, envelopes o fit the cards, postage stamps. - . .
" Preliminary steps: T tells the group that Women’s Day is coming
* soon. The pupils then name those who will be honored on this occa~ "
~ sion (including their mothers). Now they are informed that these are
. the persons for whom they are 0 make greeting cards, to be sent by

N

mpil, . _ : . ,
With-A’s help, T distributes the materials to cach child accordiog to- -
vhe opetation he is to perform. e 5

Q B ) .
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- The cbx’ldreza ar*. czctt*d ar ﬁus new actmtﬁr :md pleasad wﬁh thg
idea afmaMngagtft, e ST SR
e Ra;port of acg:wzty (srae Schume 1*) '

Y

" Scheme 1 Makmg’};rmmg cards

'Ezich emld begin to perform the part of ﬂm task assxgm:d to ham. e
Jxm pum:hts 2 holes with the puncher ok the left side of each pxece‘

* of cardboard and hands the cards to Johnnie, Meanwhsle, Bob cuts,
- the string into-appropriate lengths and also hands theai™fa, f[nlmme
“who sits across from him. Ioimme ‘matches vowo, cardbaard pieces
together and . threads the string thxough the holes,’ joining- them. B
ﬁm'y ties the bow knot, At the same time, Francie and Alicé cut out. -
pxctures from children’s colored magazines. Now Frank ghy us.these
pxcmws on the inner side of the gteemng card, Ernic also cuts owt
pxcmress, but_sthee his performance is not up to standard, these
- pictures are not used. However Ernie appears 1o be geiting real
. sasisfaction from sharing in the work aud doing somethmg for his .
. mother, Ricky inserts the greeting «¢ards into- mveiopes and pastes -
.~ postage stamps on the upper. right hand corpers, Eddie takes the
envelopes from, Ricky, glues down the flap, and ‘hands the. clo&ed ,

mvelopes 0T, who ﬂddresses them to the parents, s

K e .anung ;msmds Apxﬂ, 1970

Materials: Hzmy cardboard, postcards (selected mmmg to topm),
- tolored paper, white paper, sm%om, glue, iﬁshes, knen string.— i

ey

C O seSehume® does nt b‘-z»mmdy xv,fc; 1 the siating n:wgzxm! bm w e wxize:gdﬂ c:gmﬁn&sa o
mdﬂaratwm%, ) o 2
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Geport of the aciviy: (ee Scheme 2)

o 1stuge

© Schurns 2 Frmmg posteards

. Jim,cuts the colored paper into strips along peacilléd-in lines. Bob
" glues @ posteard in the center of each piece of cardboard; and hands
them on to Johnnie. Johnrie gl s of coloréd paper on fou

. isides of thepnszmd, making a picture frame. Trancie 1t
" edges- by wrimming the Jengths of the: strips. Meanwhile Frank is
o cutting bandaid-sized strips. of white paper, and Ricky is snipping
.7 2+inch lengths of string. They both pass these-saterials to Bob, o -
" onhis second iob gluing she ends of the cord to the back of the framed *
picturé held fast by the white paper strips, thus making ‘a loop for
S hang’mgup;'rhegiémmisnbwmdy.«-}.‘ T
T and her assistant have helped.on the more difficult pacts of the
. task: helping Bob. © center the postcards, guiding Ricky’s hand -
. in cutting the lengths of cord, siding Bob to glue the loops,

| | ‘Painting cubes . Februacy, 1970 i

. Materials: 3 X3 co lumber 1 m long, 2 saw, -poster paints. (3 colors), -
o brushes, - 0 I,
. Preliminary sieps; The children are seated appropriately, Harry, the.

~ - most efficient pupil, is'to saw the lumber into cubes. Tihie others are
' to paint them different colors. Alice spreads a protective paper on'the .
©owbles e | I v

 Report of activity: (see Scheme'73).' e
ey Saws. the lumber into cubes and hands them to Jerry. Jerzy

Q
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= - over the teacher’s role of assistant. The work’ moves along smoothly; -
- she 7

; Thé chain méthod :equi‘r,:cs\ of the child that hé pay é(gpétant attention | ¥
. to-what his work-mates are doing and ‘to their working pace. If one . .

" As a teamwork task bécomes more standardized, less guidance and -
~help is needed from the teacher, which is one of the advantages of - .
- this method: The greater the' childreél’s independenc, the more
 thelr satisfaction. in 'a common production. Even -the least skilled
- among them, for example. Ernie (sce Scheme 1), is exposed to the .=
- climate of working together; he, 100, feels himself a collaborating -
- member of the team despite his ‘nonproductivity, The teacher eval~
- uates the work according to the effort and enthusiasm -put into it
- by the pupils. The beneficial results of the chain method were once

", eloquenitly expressed by Eddie. This boy, whose shate in the common S
- task is minimal, was first one day to answer the question: “Who did +
- that piece of work?” Hib proud response was, “Mel> -

B signiﬁcance of thé- Jteémwork method . in. contrast to the e
y tradiiianal method |1 ' ' : '

' puirpose. Scheme 4 sho

-

L ey ”"*“”"’JWWMA/:«M 5‘""""‘———»" oL
> .\, Scheme 3 ?dffuiné cubes ‘

;paﬁitsfsfgﬁ:vsidesnf each in blue, and hands, them to Alice beside - -

‘him; Alice paints one end another color and passes them on to Francié."

Francie paints the other end and lays the cubes down 1o dry. PRy
Harry is the ‘only one to need help. The teacher holds firm the.
‘pieces .of lumber as he Saws them. Then Johnie joins in and takes .
goanages his own pait of the task. Alice waits patiently until
eécives the cube from Jerry, while Jerry waits il Harry hands .
himj each ‘sawed segment. No intervention on the teacher’s part is. -
Secdssarys . o T i me oo e

i%slow, the next must wait for him. Eichmust Keep in communica~ .

Lo

sting a’ctivitic'é:'fc:ondmf:‘téd by thef traditional
work method, using graphic mdels for this
s the traditional approach, while Schemes 5,

" -6'and 7 présent various teimwork models.

Scheme 4 shows that 5 children (C,, Gy, etc), undet the eye of the

o




. S
“". teacher .(T), execute the same task (t); there is no cooperative_give- -
and-take among “them. The less able child (C,) in. the traditional ~
'+ system has no chance at all of successful patticipation in-the task as o
< a whole, but is necessarily exposed to failure. Cc'mtaéts among the .
pupils are limited to taking instructions issued by gnly.one person,
" the teacher. - . ' ST

Legen& . ]‘;5“ )

Gt

- C -Ch)’/d . ’i‘@’.t'

G ———> &

G . >t < T Teﬁac-her -E_' .
Gty o temsk g R ‘.  '
> &y L . Gy-less able child //
) "ﬁ — !L’aljtact ’ ’,/' 7
“ Scheme 4 Model of gréup.worjk actordz'né.,v t;{radin'dnal " : o

system

a

" ‘On the ‘other hand, we see from the teamwork models (Schemes 5, .
-6 and 7Y firstly, that'social contacts (the; arrows) are richer between
~ all participants. For -example,, in Schéme 7, C, must attend to the
. teacher’s instruction and at the same tile attend to Cs (who is wait~ .
ing for his work) as well as to C; (who is banding him his finished .
part). Secondly, we note that C, can be a useful participant in the /™~
whole task. For-example,-in Scheme 7, Gy might put the finished
, product into a box. Thirdly, we note that each participant not only
- fulfils his ‘particular share of the task, but sees it as part of the whole,
- and all other tasks (t;, tos etc) as parts of the whole as well. He is
- particularly interested in the final stage (t;) which is the finished . -
product, As a result, interest in. the whole task, as well a$ in each '
_part, tends to rise. o R R
. Teamwork has importance, therefore, not only for enriching social
" contacts but also for fostering mental concentration.  © . _x
The child .who takes paft in teamwork must be 'vigilant and ready *
» for a large number of contacts with others; he cannot restrict his -

o

c.

~attention to his own'segment of the task. He must see what his neigh-
A bor is doing and what material 'hcw_ill have to deal with in a m%xpent 5,
ox +he other hand he ‘miust pass on what-he has -done to thé next

LRIC . 7 ovuid0 M
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Schéme 5 Workmg . *
in pairs ! ) o :
., ’- ) Scheme 6 Working .
. C3 in larger groups
.7 / . <
. Yy 294

%

child and make sure 1t is prepared for that child as well as ,posxible
E At the same time, he, anticipates the result of the whole task, whic
requzres a“mental grasp of the complex situation ard of his own place \ ,’
in it. ‘This calls for an enlarged perceptual field, attention focus and“ \
. switching, which in a word: constrtutes a greater mental eﬁ'ort than
is ‘required by the traditional system. : ‘ “
Teamwork-modelled activifies favor the growth of a sense of one’s . N
~ own worth, even in very severely retarded childrén’ (Cx) who by °

' workmg mdrvrdually have httle opportumty of experlencmg success.

Such acm"txes are parncularly beneﬁcxal for anxieus and tense chlldren
" who are excessrvely prone to fear of failure. Wheén.an acnvrty is run
T hugrhe. tradmonal methed* the chrld feels Iie is- beanng the erxnre

e




e S, ._,-.. B 2&" e . N i N k
;responsxbrhty for the task Often such a chrld is cxposed to » states. of .
_extreme tension, waiting for either prarse or reprimand. But when an -

*,a"nwty s Tun, by the  teamwork- metho:i psychologrcal stram is .

. -alleviated, since praise or, blame is addressed to the whole team.
In the Day Cénter we “have orgamzed activities systemancally along

_“the lines laid down above. As, menuoned ‘earlier. in this chaptér, the " ‘

teachers approval was drsplayed at ‘every show of mutual aid and

 cooperation among the puplls 'With time, this led to the emcrgence
of spontanecus coopeération in the dally doings of our puplls nthe

“next part of this chapter we present some examples whxch seem to.. 3

o us to be-good 111ustrat10ns of these results, i s

*

Seo’aon 2 L

Drve;s;f‘“w of socrai“l” :vatihe Day Center B

Interest in the other person and ad)ustment to him, whxch is in largem :
part due to a systematic applxcauon of teamwork metheds, led in-

/ time to the spontaneous emergence of a spec:ﬁc social structure among ;
the Day Center children. In this structure, each had some social .-

- ‘role to play: play partner; co-worker, friend, care-taker or care-ob;ect,v
" or simply a- passive but mvolved spectator. :

‘

On Dxagram 2 in Chapter 2 we have shown the social ,lmks observed . -

" among our pupils as- compared with their mental age. and personal- -

‘'social maturity | levels. Here we present some "descriptive material.
The excerpts from our records which follow show how diversified -
and quahtauvely differenit the social contacts can be among chrldren

who not long before ‘were labelled “uneducaBle
I

- Bemg among age-mates as a source, of en]oyment

: ‘The kind of social experlence accessible to the most retarded cluId O

- i8'that of being in a group of others of his ‘dwn age. Mere presence in.

" such a group is, for such a child, 4 source of rich sensations and deep o
feelings, thoygh rarely exterrorrzed (for Jack 'of. speech). On occasion, .

‘ 1Qﬂmever, these states of feelmg are cxpressed in eloquent ways

T L m R e b e 139
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Novembei' 1970 )

o “Rose is always- aglow on Mondays She often Kisses her school .

~ smock.” Rose. overheard this remark by Helen to another teacher,.
, “-came over gesnculatmg, embraced Helen and kissed her. o
SRS : : / ‘Nuvember, 1971
: ]ack often changes hxs seat to be! 'nearer a group of children.- When'
Rose or Jack are alone in the Center for some reason (for example, -
. whepn the other pupils are out on a longer excursion than usual),
..they_grow disconsolate; Jack looks Jound 1mpat1ently and accosts
.. anyone passmg by. .

"‘All gone” For several days Sam has Kkept repeating this and spread-
. ing his arms. There are only a féw children now at the Center because
. of the Christmas holidays.  Sam does not usually join’ the group hfe
openly; almost always he refuses to take part in an organized activity.”
" He dislikes moving around because of his bulk and defective posture -,
(one leg shorter ‘than the other:) he likes Watchmg from his seat by
~ the. wall ‘He likes to know What is gomg on. i
' Aprll 1970." ,V

- ‘ Ph11 is one ‘of the best developed mentally at the’ Center. At first he

‘could not contact the others and to all intents and purposes did not
- seem to need. them. But, as n' soon turned out, he also wanted the

X December, 1971 L

. company of others his own age. When everyohe was back after the N :

* Eastér holiddys, he told us: “It was okey w1th grandpa, we went for
- walks. But I like school. It’s, better here.”

From his - grandfathers account, Phil missed the other chﬂdren_
- greatly and looked forward eagerly to returning to the Center. He'

came in ‘wreathed in smiles, highly elated, and greeted all the children .

. .ceremoniously. He told the teachers he was. goinig to be very good.
. Despite the greater restrictions on his freedom, Phil prefers group lee
" at the Center o

1]

January, 1972

Charhe never makes any overtures toward the others. But the children. A-

take an interest in him and express their good-will. Charlie, in return,

. aJways smiles at €very gesture of fnendlmess ,

e P Apnl 1972.
Tiag i3 srttmg besxde Charhe and talkmg 0 him. She makes th sit

_' r¢.44*3 ’




4 . o . .
" down’and get up, leads.nim evérywhere by hand. Charlie submits '
“with'a smile to all her orders. He is obviously very pleased over the
interest shownfm him. -~ = . o o K
Liza is often aggressive toward the other children. With Charlie, -
. - though, she is gentle and even-delicate in her ways. Co. '
e

Hélpinét ihe weaker ones . _

The preserce of weaker children, less able physically, is often & stim-

~ ulus evoking assistance from the more skilful pupils.. . :
AU ’ s o - October, 1970.
" For the first time APhil“spontaneously' offers to help another cHild: -
* he helps Lem go down-the stairs. o o

, , . . ‘ October, 1971.

Alice looks after Dick. It is. very obvious'that Alice singles him out

for-special attentions. She ties his bib around his néck, helps him get

.dressed and undressed. She strokes and kisses his forehead. But

she is' severé with him, too. Today after Dick had scratched Liza,

Christine (the teacher) asked Alice whom she liked best.. When Alice
dig- not point to Dick, Christine :asked in great surprise, “Don’t.

.you like Dick?” “Liza cry— Dick hit ‘er”, said Alice very disapprov-

ingly. Her preference for Dick was gone for' a while. Today she

chose not to favor him. . _

Alice’s attitude to Dick is one of many examples that could be given

of more able children ministering to younger and weaker ones. It

_ i§ also worthy- of note that our pupils often are attracted to small ’

children, either their younger siblings or the children of our Center’s .

- personnel. - : e SN

SRR . | . April, 1971. -

. Ted likes babies. He approaches; them, looks at them as if at a toy, “

" and touches them gently with his finger-tips. Today, after watching

a small child, he asked for some money. When asked what for, he

smiled ever so sweetly, pointed to the child and said, “Buy”.

. ' \ ; - June,. 1971.

Johnnie played ball today with a little boy he met in the park. Johnnie

is a big strapping fellow, temperamental and highly excitable. But

. @ honded the baii to" the little boy 'very gently, knowing full well '
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- .,he was playing wrth a younger and weaker child. ThlS requtred

controlling his strength and normal energ& The two played together

4 this. way for about 10 minutes.

Graspmg flﬁa socral sntuatlon i

sltuatlon is contamed in the followmg observations. :
' : : o November, 1970.

concern by the staﬁ whereupon both Ted and Peggy deVelop “tooth-
aches” C

g\nces in his diréction and’ repeating: “Upset upset” The teacher
. asks him: “Who s upset, Sam ?” He answers,. “Sam upset”. “Why ?»
: “Charhe burn hand”, is his reply :

November, 1969.

]ohnme keeps squlrmlng i his" chatr at the table Finally he jams my -

" leg between the chair and table leg..As a measure agreed on be-

* forehand with the other staff members. I put on a very upset expression- ,
‘and have the nurse bandage my leg. Most of the children flock aréund

- to see, and show concern over the “accident™. ohniiie is upset too;
>

and eoen grows pale, beggmg’my pardon with gestures and pleading

Evidence that our pupils feel empathy with others and grasp the soc1al'

Harry has just been to the dent1st s. He becomes the centre of general -

o . , May, 1972,
Sam, who is sitting at some distance from Charlle, keeps casting

. eyes. He takes my arm and help’a me into the office. He understands"

the situation and helps as much as he can
' Mutuial aSSlstance and solldanty PR

N September, 1972

-Francie (who is deaf) is confronted with a task beyond her powets
' durmg rhythmlcs She is to distinguish between the sounds of differ-
ent instruments outs1de her visual field. Dupllcates of these instru-
ments are lying in front of her. She is to pomt to the.one she has just
" heard played. She looks.as if she were hstenmg carefully, but is

* trying to see which instrumert the instructor is holding. ‘When all -
- attempts fail, she fixes her eyes upon Alice and in rapid succession "
points ‘to the two instruments béfore her. Alice’s reaction is instan- .

s; she-nods her head each ttme Francie touches the right in-

~ER] ico R S
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- strument. This. exchange of information is so discreet and rapid that
“if one ‘didn’t know that Francie is deaf, one.would not guess it from
her responses. e o L
R - N March, 19710

.. Francie, usually the first pupil to arrive at the Center, always waits for
" Alice. Today she sees Alice.arriving with 2 heavy parcel in her arms..

* Francie runs down the steps into the yard and helps her friend carry
_the parcel upstairs. SR

Ty

. . , ‘ February, 1972,
The whole school is leaving on an excursion. As it turns out, there is
‘one place short jn the car and-— unfortunately — it is decided for
' Johnnie, the most mature of the group, to stay behind. But Francie,
- Alice;, Phil, Billy and Jerry all begin to beg the teacher to let' Johnnie
- come. S ' '
~ "So of course Johnnie comes, despite the tight fit in _the car. He is
* . yéry pleased at this turn of events and so is everybody else, ‘as wit-
nessed by the laughterand merrymaking. Johnnie himself greetsevery-,
body as if he has been away for a long time. ' D
- This shows how much the- children are used to-being together, how
* -they ‘feel they belong in a unified group. ,' o
o e : o . June, 1972..
- "Slices of cake are ‘being seived.” Jerry is overlooked as he is sitting
apart from. the others. First Francie, then Johnnie, notice him and
begin ‘pointing him-out significantly. . o U
o B ~ May, 1972.
Johnnie is always slow getting dressed despite every urging. Today,
I was slowly getting ready to leave with Harry, Billy and Liza. Liza,
¢ Who was holding my hand, kept turning around and calling, “Come
*) on. Johnnie” and- “Hurry up”. The others stayed *with Johnnie,
" ' Frahcie handing him his clothes; Alice and Jerry helping to tie his
Jaces. Johnnie started to move-a little faster, and soon all four caught . -
- up to us together. .~ SR o

~ The profoundly retarded children (Group I) also display some '
forms of mutual assistance, as‘the,-followmguobseryations show. © . -
AR : N May, 1971..

S K is carryﬂfing out several instructions that demand effort and
FRIC .7 1460 s
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. concentration; he is collecting play’ materials and- carrying theni to
their places in the cupboard He prcks up Rose s apron and hands

_it to her,
: December, 1972

. .Jack goes over to Rose and hands her a gramophone record whrch :
he picked up from another table. Nowadays Jackfrequently offers
"an adult or another child some object or toy. Before, he used to
'throw anythmg he had in. his \hand down. on: the floor. '

o Displaymg tact and good nianners . - L

~~As mutual contacts grew " in frequency, we noted " certain srgns of N
tactfulness and even gallantry toward the teachers.. Typical of this
is. Harry s grasp of a srtuatron “m company” as the excerpt below
'-1llustrates . :
S ]'une, 1972,

We had entered a s1dewa1k cafe for lemonade and . brscmts Each .
~ had received one biscuit. After Harry had -eaten hxs, he reached to

the plate for- another one: I said, “That’s Christine’s biscuit. Leave ,

it for her”. Again Harry reached out for it and I spoke sharply. But-

Harry just pxcked it up, saying, “Take to Christing?. Sure enough,

he. took it to Chnstme (the other teacher) who was slttmg at an ad-

jommg table : . L
- October, -1971.

We had all sat down at the dmner-table “The children had already ;
received their plates ‘and’ were starting to eat. I alone had no plate
of food. I covered my eyes with my hands as if crying. Brlly rose.at -
once to his feet and rushed to the k1tchen, ‘Francie after him. Alice, '
bemused, began to look-around and stopped eating. Billy and Francie

' :(both deaf children) brought the teacher’s assistant from the kitchen

- and showeéd the mrssmg dinner-plate. All were very ‘concerned; and

 refrained from eatmg until T had rece1Ved my dinner.

- Tune, 1972

. Usually the bus we take is crowded The chrldren are quick to note
.when a seat is freed, and point it out to the teacher or to each other-
with the idea of someoné taking it, usually the teacher. Politeness to
“+a ‘“acher carries over to strangers as wcll Often if the chrldren

._\,EKC‘ 4y




7 terview. He holds one end of the sktpptng rope to his lips and “says”.

" seated on the bench. .

a clap If the clap is not as'loud as she wants, she repeats the actton .-

e

. “talks” to him, too. But when Liza’s chatter goes on too long, Johnnie
-, places a finger on his lipsin a gesture to be quiet. Since Liza pays no
- attention, Johnnie’ waves a finger at her threateningly, at the same
L time purtmg his ﬁnger agam on hxs llps

( ,Imtaatmg co°llect1ve play A

see an’ elderly person in the bus, they mqmre 1f they should gtve up '
their places ;

Liza is talking steachly to Ahce ]ohnme places Jerry on his lap aud

Ianuary, 1970.
' Johnhie. (who is deaf) began the game You could call it a TV in~’

something, holding the other end to the mouths of dtﬁ”erent chtldren

Of greatest interest to us are those games and play contacts mvolvmg
the profoundly retarded pupxls of Group I
- November, 1970:
T ed (Group I chxld) is constructing somethmg together with Jerty,
one of the most cléver pupils in our Center. This is not an uncommon
sxght )
October, 1971
Ltza often plays with ]ack and Charhe (Group I pupils). Today she
got Jack to move over to the tabfe and sit up straight in a chair
now she teaches him how to clap his hands She takes his huge hands,
_which demands considerable effort, and brings them .together in_.

Ifitisa good clap, Liza ktsses Jack.
May, 1971..

‘Alice is seen running around the yard, catchmg.Bxlly and hitting him |

w1th a twig. You could not call this-aggressive behavior, It looks \
more as if Ahce were challengmg Btlly 1o play with her

Work in pairs at various activities- organized by the teacher has also

msptted spontaneous partnership play :
[P Apnl 1972_

chterday, Francie and I put togethet a mosaic .puzzle, prcssmg

.,....nusly colored thumb tacks mto a special board, Francte put in -
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one: tack t{'xen 1 another, and so on, tum and rarn about Today

- F ;rancze and ]crry staried to play the same way. First Francie put in

Ca tack, :pen Jerry. The initiator of the game was of course anﬁle

) A

May, 1972,

Johnme and ancxe are scated across from each other at the table, 2
. each working on mosaic patterns. Johnnie works first on a floral

design, then on a trafﬁc——lxght drawing. Francie imitdtes him and
_ reproduces hxs pattein on her board
May, 1972

In a free penod Francxe smrts 4 game. She plays with Terry, rollmg

B “a"ball to him under chairs that serve as gates. Then she gets Jerry to. -

v desmpnon)

~ help her place the chzurs in various positions. Jerry follows her iead‘ :

| May, 19?3

" Phil begins a game thh Jerry It 1s a game for two players, - each
throwing 'to the othier sxmulmneous]y a big plush block. Phil calls -
out “Hop!” and they both throw 1o each other. They are much amused -
by ;hxs game and play it for about 10 minutes.

| ,;‘Assxsting one anothe_: at work - : -
' B ebmary, 197I‘

Harry. SIWS lumber into small cubes, the teacher holding the wond
for ‘hir. She leaves him for a noment.to settle a dispute between,
Phil and Liza. Johnnie seizes the opportunity to take the teacher’s
‘\place He has been observing how Harry is working. \\aw he holds .
the piece of Jumber firm and straight until it is cut \gp ‘into cubes; -
- then hands Harry the next piece to cut. The whole time he “ralks "
away” to Harry as if to insteuct him how 10 do this. 'Ipra{ry smiles
calmly, unlike his usual reaction when he is disturbed at this work..
He accepts Johanie as hxs assistant. {See “Pamung cubes? for fuller

. Maxch, 1971

Aixce, Francm and Johume arc an thrce sumng a cake. ‘Alice and
Francxe hold thebowl, each on one side; and Johnnic mixes the batter :
a large wooden spoon. He: is a strong boy and the ]ob is casy




A it
.

- He keeps “relling” the.girls by gesrare to hold on tighter to the bowl.

-+ Alide-takes her hands off altogéther, Johnnie gestures at her to keep
" " on holding it for him. The teachier intervenes and changes their
.+ roles. Now Johanie holds the bowl while Alice does the mixing; -
" thén Francie has 2 turn: Johany, a boy bursting with life and inita-
" tive, scon tires of an activity calling for concentration and immobility.
" Phil takes his place, but peither can he carry out this task for long.
. All the children, to varying extents,.give 4 hand at this wsk.

" - _ o  May, 1971

- Jerry was cutiing pictures out of a children’s magazine, This ishis
. favorite eccupation. Alic: was taking his cut-outs and ‘pasting them
‘on a cardboard. Harty was now free after finishing another job and .
1 asked hift 1o cot out some pictures t¢o, handing him some maga- -
“\_ zines and a pair of scissors. Johnni¢ sat down beside usi he had been
*uyatching Jerry and Alice ar work. Now he went and got & brush and

. pot of paste from the cupboard, and asked for a card. He wanted to

© . do what Alice and Jerry were doing.

. . TN
= 7 \\.‘ Juane, 1972,

S - o
1 asked Jorry w cut Gut some narrdw strips of tissue paper needed
- * for the job e were doing, Jerry 1ook the tssue paper and scissors,
. and tied to tarry out the instruction. But he “iid not have much
success, Jeeey {ho does not speak) gestured to Francie to help him, .
Francie heid thie \ﬁi.xe paper for him while he cut. Jerry ‘explained’ -
- something 1o Fran e, They kept cxchanging smiles - throughout.

-

- kY - . )
.+ Whenever something new happens at the Center, every pupil is.
"~ intérested, and joins in spontaneousiy: An illustration of this follows:

November, 1971,

- T was.busy hanging up some hooks for towels in the bathroom, and -
-+ was Jooking for some.in ‘a drawer, During the scarch Jerry joined ini= -
-~ He handed me a hammer. Then Johnnie and Fraticie came along., i
- They held the nails and 4cols. I signed to Johnnie to bring me the
© screw-driver and pliers, which he did. Francie g off for a nail while
- Johnnic worked on estracting some nafls frompik® wall, Tom came
. oo the bathreom and. attentively waiched us at work., Then he =

\‘ ] .. ]
o, oy u7
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: vm happcmng

- The cntire group was miez@gmd in the mb st hand andi pleaa_sed ak
. finding an opportunity to do something useful. After the pails were .
* iy Francic brought her towel to hang up. Later, she caught Cheistine -

© by ithe hand and brought her into the- bathroom to show lm’ whnt: 3

- .new thmg tim children had done, '

Mamaging wiﬂmnt as!ult lu.l;: S S
Lo ~Gmdmaﬂy We try to reduce our hiekp, @pwany during dmssmg amd;

heﬁped puim spme mﬂ@ out of the wa‘iii Dx@k alsts came to see what *_

kS
é

. undressing, When the sew school year (1971-2) opened, it was

- decided that the children should from riow on dress by themselves, . -
", While adult belp could: ner be wotally eliminaved, it could be cut -
- down to 4 minisum, a5, for example, 0 buttoning and lacing boots,

_'; . To- fact, the pupils soon Jearned to menage. They called: on"¥aery -~ "
- whe @bﬂfglr@g tied and untiedlaces and even sewed on buttons. By

now pnnpﬂfs i t,;mup 11 do not aced the teachers® help m”@é:«:smg S

Jerryy started’to add sugar to the driok,

he did not understand ¢

: - June, 41973 o
" Group . Lpupﬂi w&m pmpmmg smdwmhes TI@@ work was gomg‘ .

VU

it m@ mugsi, the sugarwbowl and the spoons to thc table.

Horrf wanted to cat the jﬂdmches a5 soon as- they were made; .
had w0 be enough for sverybody. He

looked very unhappy when scolded but dnd not much the sandwiches |

again,
“The children offered the, sandwiches to ﬁl@ adul‘ts fiest, Then they

-~ gat down o the feast. Two of the more restless children (Liza and "

Johnnie) were obsent that day, so the mood was reloxed, Harry,

- * Francie, Alice, Jerry and Dick sat quietly eating and diinking, For / -
. pare of the time they wers left on their own, When I returned they b
“were sitting peacefully at the wmble, Aﬁcmard fhﬁj’ cleaned up by o

" themseives,

- Afm' ’i‘nmch they set 1o work gemng dressed fw amdo:m Franmegl;fi

§51




- scolded; either be fails to react or laughs it off. Now, confronted by

- gave Dick a hand “with his boots but"could not cope with-the faces. . |
' Meanwhile Harey had the idea to <dust"the doors. Francie grabbed -
- him by the hand and led him 10-Dick who needed help with his bost

o laces. - i
* ' Comparing present xctivitics with those 3 years ago, we goie that
' the children are both more efficient about their work and more inde- " -
" pendent, The teacher’s share is reduced. to the odd instricsion and
. 10 general supervision, To a considerable degree our pupils are xdle .
| to organize their work and-play. ~ o o Y
- Xt is worth noting that .the number of aggressive behaviors have .-

"diminished. Morcover, the children began to solve their conflicts -

.. - by themselves.” -

' Resolving conflicts without adult intervention . o
S R . . May, 1972,

- Phil kicks Jerry, who cries. Johunie ruis to Jerry and starts to com- :
. fort him. Then Francie sits beside the injured one-and begins to i
ciddle him and stroke his head. Meanwhilé; Johnnie geeatly worked .~
. up, wies 1@ oconsiruct the event. He sigoals to Jerry, enquiring
" whether Phil kicked him and if his leg hurts. Jerry begins to soball
" the more, The children cluster ardund Phil with threatening gestures. . 3

*Phil is worried; is more concerned over his playmates’ attitude than -
over the teacher’s reprimand, Ordinarily he shows no penitence when

genersl indignatien, he grasps that his behavior had been at fault.
‘For 2 Jong time he sits in silence. . R D,
; oo ' . October, 1972,
- Phil again disturbs the peace, but this time the childrent really fis -

“him, They push him under the toble, shove the table against the wall, -
and sit on chairs acound the table S0 a8 to prevent Phil from crawling -
. out. They are Johnnie, Francic, Alice and Jerry. ‘The initiator of the =
" raove is Johnnie. - ' A

 Dewloping friendships

_ TlC rdship has a different quality, Alice’s attitude to Dick has alicady

e Ay
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~ been. menuﬁned Another e;cample is me comradcshxp between the..

- smiall slight Jerry and thé tall lanky Harry Of this pair, :he for=
7 mer is the one to tal\e care of the latter.

‘started to- take him in charge, When we are. out on a walk, Jerzy

 takes Harry’s hand, He is the one -to look around before crossing ..
. .astreet, and to pull Harry along faster when a car approaches. He =
chides Harry when he does not approve of 'the latter’s behavior, If -~
anyone tries to harm Hm-ry, Jerry yells at him or calls for the teacher s

aid..

It cannet be szud with ccrtamty what factors determme this frxendsh:p o

- Perhaps Harry’s height and potential physxcal strcngth give Jurry the
sense of security and power he himself lacks.

. May, 1970

i Sam has smgled out’ Peter and LIZ& But of the two Sam is most.
attached to Peter, of whom he is passxonatcly fond. He sits motionless

- .- for hours looking admiringly.at Peter while the latter does nothing but

- ‘ sn plamdly Sam will not move from hxs seat without Peter.

. . Dcccmber, 1971, g
Sam rf:‘i‘used t0 carry: out a tesr task set by the psychologmsr To .

change Sam’s mood, Peter is brought into the office: In the Jatter’s
-_presence Sam perfcrms all thc tests rapxdly and efﬁcxcnﬂy

The above documentation constitutes evidence that the daily life of

-y severcly retarded children can be rich and diversified, full of novel
e«zperzenceg conﬂ;czs, cnjoyments; upsets and readjustments — all

~of which are hnked to :hexr sensc of beiongmg to 4 Jiving social - :

- Organism.

D e
9

October, 1971 o

o H‘arry is a little *lost” in rJ:us world. He is totauy mcapable ggdefendk -
- ing himself against aggressive attacks from others. On his owirjerry - -
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- Developing |

: "7 Verbal' - -

~ Communication -

. by Cecylia Dobrowolska and Hanna Olechnowicz
Unqﬁésti(mably the task of teaching the retarded child to use language
_ is an extremely important one. Yet one should never Tose sight of
the fact-that speaking is not in itself a teaching goal but'is only a
means toward the maximal development of the child’s social per-.
sonality. Letus consider the main functions served by speech.
Speech as a form of social contact. = . _
In the course of any child’s g'rdwth,.whethe'r normal orvretardé’d', :
- there are several sticcessively emerging forms of social contact. First .
~ of all, the child seeks the. presence and proximity of a social partoer.
Then, non-verbal emotional _c6mmunication develops, such as smile 7
_exchangegs, interest in and gradual comprehension of facial expressiofis.’
With further development of the individual, this form becomes more
.- refined and elaborated. Thirdly, non-verbal Coﬂﬁny}nicatiof;"develops o
. through the medium of objects: the child offers someone something,
points it out, gives and- takes it back again, manipylates, it together
* with another. Only as non-verbal communication expands does the
need arise tO use a new, richer form of communication, that of language.
1t should mever be lost from view that the non-speaking child who -
" has developed good tools for non-verbal communication can live
- samong others-as practically a firll-fledged member of society. On'the
. otheér hand, the child who speaks but is unable to make non-verbal - -
social ~contacts is_ difficult ‘and -maladjusted, unequipped to share '
harmoniously in the life around him. = o
Teaching verbal communication should, therefore, always start from
establishing non~verbal forms of social communication, and retain
& e connection with them. - o S
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) ~~(see examplés in Chapte;r 5);

l .. [ . . \‘l

Key words indicating progress toward social person-’

ality development

-

":I‘he,: ‘use of verbal symbols is-closely connected w1th the dévelopinent ‘

‘of social personality. Without - going-deeply into this subject, let us. -

limit ourselves to’ pointing out the significance of ajfew -key words

, Whose use shows that the child is making successive steps in persom--

O ality development. It should be stressed that the child’s use of key

words has greater significance for his development than a large vocabu-
lary \ar__ld fluency. of repetition, These key words-ater - e

" out from all others; Sl T

. “no”, which means that the_child has reached the stage when he .
“longer opposes the adult as the infant does — by-physical resistance,
agitating, grabbing, and so on, but in a socially acceptable verbal
manner; o : B

L

/£

" “I” or “.do it” (or equivalents), which indicate that the ‘child bas
attained a rudimentary notion of his own’ separateness- and identity. -
" * He is now capable of feeling that his- worth depends not ‘only on

S RO

“Mommy”, ‘which indicates ‘that the child is expressing his wants
and addressing: them to a given person whom. tie is-able to single -

. \‘\\ .
no.

affection and praise from others but also upon his own -enterprise. *

&

“yes”, which sig,{ﬁﬁes' that the child is no longer passivel& s‘ulbmittin.g -

to adult will byfis capable of complying volufx}tarily‘ﬁluou"g’h reason-
ing based on.comprehension. It is to be borne in mind ‘that. the

.

by the ability tq say “no”, .

“we (us)”, signifying that the ¢hifd has gained the ability to see himself

~ as a social partner with others; and has grown out of the stage’ of
egocentrism in which all events were réferred to his own person and

. -wishes. This is a word-very.rarely used by the severely retarded al- -~

~ ‘though the concept: is surely accessible to them. The Day Center’s °

pupils ‘have not attained the mental maturity hecessary to use the

-form and concept “we (us)®, yet we have been able to educate them in *°

the direction of lessened egocentrism.:

Here, as ‘illustration, is a .conversation during which the child’s

)

'ERIC

"attentien is directed not to his own person but to other children.
; e - |

= ' I rd ~S
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February, 1970 o

2

T¢3Chef: AP saw Frank help the others get undressed.
' " for gym. I was proud of him. ‘Does anybody
T _;elseknowhthohelp> N,
Phil: - ) - -Francie tidies up; sets the table c
Alice: : Ahce wash* Eddie. " N ‘
“Teacher: . “Tell us how you help at home. .
© Harry: .. Helps. -
- Teacher: ' - ____Hamy washes the floor and then he waxes .

~it. Harry carries heavy ‘parcels *fot h1s
.- mommy: What can Jim do? E :

A -Children: = 1 _Clean_up..
Teacher: - o Jme can sweep very. well; and place the
o tables. Now what cad' Johnnie do? r
Ricky: - -~ Johnnie he give spoons, he wipe. tables. '
~~Teache ‘.%—?—’———Tell-m%whlch of our children need he1p> :
: A]_icef'. X - , ‘Eddle _- r L ' o

We see from the above conversatlon1 that most of the children are
-not speakmg about themselves. Phil speaks about Franc1e, Alice about:
y Eddxe, Rxcky about ]ohnme '

| Speech as a tool to express desn'es o | L

O

It should be strcssed that, even where the child has a very poor'
repertory of. words and concepts, the ability to communicate by .
--means of words has an extremely favorable effect on harmomous in-
teracnon with others. If a child cannot puf,mto words his experiences,’
and desn:es, he»uscs gesture and numxcry which may.not be_

glish translation is of course an approximation.
nctcnsm:s of specch regardation. T hc followmg convenuons were

.'n

- convennfon The En
= posslblc the vagious levels and cha

. adopted for translation:
71 — Normai speech (rcpresented only by Phxl) is noted by standard Engﬂsh written forms

2 - For utterances ptoduced with difficulty (halting, delayed, indistinct spcech) brcnks arc indicated

by duhcs, and words are broken By hyphenition of :yllables )
. 3 —,Rudlmentnry grammar is transiated nccordxng to dxﬂ'ercnuauons found m xccent research .

ags-on English developmental gmmmnr

ERIC™ 13 s
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understood When the adult fmls to make a correct guess at what is
‘preoccupying the L.huu, it may lead to an outburst of : anger or desper--
ation. These in turn meet with reproof or punishment, contributing
to mounting' tension and- leading to the next emotional outburst.
This forms a- pattern whrch’frequently underlies severe behavioral
disorders, difficult fo uproot later. The chlld who s capable of express-~
~ ing his wants in words is less”exposed to this type of situation. Re-
. search ﬁndmgs on the normal infant have shown that uncontrolled
, emononal outbursts begm to diminish when speech emerges.

Here is a record of a conversation in whrch words were mtennonally

used by the’ chlld t0 transmit h1s des1res :

V’A B November, 1971 . ’

Harry has just returned to the Day Center after a holiday break and
is trying to share hrs experiences with someone.

. ‘Teacher o Where did you go, Harry?
Hairy: . . Pom-ieehowek. In a bu's. )
....));\:...,..,...,., ..... vors e . .
* Teacher: ) " And would you like to gg back there again, -
. . Harry? |
) _qHarry,: ' : No. Won’t go back. Doesnthke it.. (Harry
always refers to himself in the third person ,
) ‘ singular).
" Teacher: =~ - - Why don’t you want to go back there,
¢ , Harry? , :
‘Harry: ’Coz they hit.
Teacher: - - Who hit you? :
Harry: ‘ . ~ . Jennie. Come back in a bus Won’t go back k
Teacher: =~ . 0. K, Harry, you won’t go back there
- o - again. You’re staying right here with us.
, ‘Here the children don’t ever hit you.
Harry: Here, school Mommy come. Won t'go
: ‘ back. - . -

- ‘_4I->Iarry is dominated by anxiety feelings. He is patticularly distressed
" @ surroundings and with unknown situations. Desprte his primi-

[KC B _"1 7
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w

tive speech forms, he is fully intelligible about his desire to remain - -
i the Day Center’s famiiliar swrroundings and under his mother’s .
. care at homé. -~ - ' ' ‘

| Specch‘ as a means to express femotionafl states

At every, level of human dev‘elopnfentfhere exists a need to express,”.
communicate, Or extteriorize one’s inner experiences and emotional -
states. Even the baby exteriorizes his feelings, most often in a gener-
~ alized manner through chaotic MOtor. activity, inarticulated vocaliz<.
ing, 'laughter' and crying, later through aggressive outbursts as well.
. Such forms for release of emotional tension are tolerated and accepted..
within limits in the infant and small-child, but in the'mentally retard~
éd school-age child they are looked on as abnormal and “wild” ways
of “behaving. They -evoke disapproval and lead to rejection of the
child at the very moment ‘when he most specifitaily needs human
contact and understanding. , ' C ’ o

It is therefore important for backward ¢hildren to. have the opportu-. i
nity to ¢xpress. their inner experiences through various means: -
movement, dance, song, drawing, free play — and thfough verbali- ~
zation as well . R T
The teaching program should ,inglude the kind of activities that not . -
only présents patferns for the child to reproduce but also permits -
him a' dertain leeway to select his own means of expression, for emo-
fnal tensions, This approach is known as the projective method.
During such activities the, child projects his feelings into what he 4
does. For instance, he chooses bright colors when he is in a_cheerful
mood, or dull colors when he is feeling unhappy (scc as an example ,
. Plate I). Or ke selects a topic for drawing which relates to his momen-’
tary preoccupation. Both the need and ability to give free expression |
to one’s experiences, in some form or other, prepare the way ‘for
-verbal expression. o S o
Certain outdated textbooks tell us that the mentally retarded person
is only capable of passive and mechanical reproductions of the simple
-acts taught him. This is untrue; at all levels of human development
the individual possesses the capacity to,express his experiences'sp'én—' .
. taneously and in his owa fashion. o ‘ S
F Q@ , use words as names of his own and others’ feelings, just as t0

RIC
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express them through movement or drawmg, helps the child to
experience them in a more controlled, Jless impulsive, way. After all
it is better when the child says: “I’m afraid” than when ;he runs, -
away howling. It is better for him to say: “I lové you”, than to keep———
'»embracmg Therefore our verbal teaching” program mcludes con-
versations ‘that name *affective states; Spontaneous utterances from -’
the children on -this aspect are always relnforced by the teacher s

- show o? interest. . . :

- S The story of Susie’s aduenrure
' ]anuary, 1971. -

" Teacher; I Lxsten Today I’nr gomg to ‘tell. you a very
' - interesting story. (She holds up two pup-- .-
pets, one small and one large). Look: The big -
" lady is the Mommy and here is her little -
girl. The little girl’s name is Susie. Mommy

e and. Susxe are gomg to the store to shop
“Mommy” " . Susie, let’s go. shoppmg We'll buy some
e a decoranons for our Chrlstrnas Tree.
"\“isusie?f’: ' Oh, oh! Yes, yes! We'lk buy lots of Christ- :
LT .. ‘'mas tlungs' (She:hops about and laughs).
T eacher.: . What i5"Susie-doing? Is she feelmg happy? L
Phil: . ) She’s going out with her Mommy She’ss:;e;
-  feeling good. . s
Alice: . . .~ She laughing, -

: Teacher: o Now Mommy and Susie are walking along -

the street. Here are the shop windows full
of lovely toys. -Susie wants 1o stop ‘and
lobk at them all.

“Susie”: , . . Oh! Oh! Look at the dollies — and the
A . ~ big red balls! Buy me orie, Mommy.
Teacher: ‘ Susie runs t6 the shop windows and looks

at everythmg But her Mommy goes on y
ahead... Then Susie looks around and her -
Mommy isn t there. : .

1;‘39




“Susie”:

Teacher:

.................

Teacher:
| Harry:
- Phil:

Eddie:
~ Teacher:

(N

Wheres my Mommy> I cant ﬁnd my
Mommy' .

' Well, héw is Susie fcelmg now> Is she .

still feeling good> i
No She s "feeling bad now:" )
She cry-ing. : "

- No. Mommy (Mommy isn’t there)

Look Ernie came and helped Susre cross

_* over thé street. See, here is her Mommy. -
Here’s: my Mommy (She jumps about,
- laughs and hugs her Mommy). '

' Harry, is Susie Crying now?

No.

She’s laughmg because she found her

- Mommy.

Dey kxssmg

~ And her Mommy is glad 100, She feels veryv )
\ "'happy Now she and Susie have gone into |
" the store. They are buymg some Chnstmas;
Tree. decoratrons

e

March, 1971,

: At dinnertime the teacher, Mary, tells the ch1ldten shie i 1s very hungry
. and is going to cry if she does not get her dinner rlght away (she cov- -
~ ers her eyes w1th her hands).

" Billy:

~ Francie:

4 (Runs to -another teacher, vxolently gesnc- :

ulates, insists on help.)- - __
(Very upset, runs to the teacher’s assxstant)

- __Halinka. Dmner, teacher She cry-mg, h

* hungry:

(Runs to ﬁnd a plate anda fork brmgs ;
the dinner’ plate, sets it down belbre ~the
teacher, smiling with pleasure)

Look —_ teacher —_ dmner

160
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Phil:

* Seeond teacher:

i Alice:

"' Second teacher:’

-
°

- . The followmg are instances of spontanéous expressions of emotional
- states and the chﬂdren s mterpretanons of thexr causes.

. Teacher:

Alice: =
 Teacher: -
. Alice: '

. Teacher:
_ Alice:
- Teacher:

Alice:
‘Teacher:
Alice:
‘ ',[.'ea‘cher :

-
‘ .
Second teacher: ~ What was vthe matter A_with Mary?

'And now — she isn’t crymg any miore?
' No, s mﬂ-mg -

‘ Tee-vee S T e

She criedr she”was hungry

That was very n;ce of you chﬂdren to get .
Mary’s dinner for her. See how happy she |
feels now, how pleased she is.

] anuary, 1971

Alice’s going to tell us’ what she d1d last
" Sunday.

Tell us agains more clearly I watched...
Watched TV. Li’l girl dere.

And what was, that little girl doing ?”

She. sit-ting in ‘woods — Mommy all gone.
The little gtrl was sitting all alone in the

-woods. And what was she doing?
- Alone — she cry. e S\

‘T

Why was she crying?
Mommy' gone —she *fraid.

The little girl had lost her Mommy And
then what happened? - : '

(Ahce makes it clear that the little glrl remmed tosher home)

Teach&r ¢

- Alice:

A

Teacher

ERIC

- So the ittle gtrl got back home again, And

was she happy then? -

-

" Yes, 'she smile, she go to sleep

I:muary, 1971.

(showing a doll) ‘Tell me, Peggy, whats
thxs’ :




2

- Peggy . (grasping the doll in delight): Oh! Nice,
ERE o *dis (dress). e ‘
¢ Teacher: . - Soyou like this doll.
- Peggy: - oo Yehs dolly pretty.
Teacher: - . And now let’s put the doll to bed.
Pegey 4 (putting the doll to bed and covering her
' .. with 4 blanket): Sleep —° Qe Rer Beee
o _ (crooniog). . " o '
. Teacher: © 7 Now take the dolly into the other room.
- - Peggy . (putting her arms around the _teacher’s -
: ~ neck): No. : ST ) :
- Teacher:  Now ish’t the tirae for kissing Pegiy.
. ’ We're talking about the doll mow. -~ /-
- Peggy: - ~ Me love. - - LT S

A&iépeeéh as a t%l for *hinﬁﬂg and doing

~ In the first.period of life, the sole available way to acquire knowledge *
" __of the properties and functions of objects is"by direct .action upon.
- them. . o
Only gradually does dn intetnal image of the object take shape. When
“this happens the child is capable of perforniing certain actions by
“thinking theni”., For instance; when he wishes to throw a block into
" a box containing two holes, one smaller and'thc" other larger, heno
Jonger performs the action by trial and error. In his,migd'hc com~
pares the size of the block with the sizes of the wwo holes and then
tosses the block directly into the appropriate opening. At a still Jater
stage of conceptual development, the child no longer needs to look
at the block and the hole. Nor dogs he need a mental image of the
* objects, since they are replaced by verbal symbols, For instance, he
can correctly answer the question: “Can you put a block into a hole
that is smaller than the block?” He can do so without looking. at
cither hole or block. | o §
As_ 4 rule the severely mentally retarded canoot geach the stage of
operating”with verbal symbols alone. But the child’s mental develop-
E o 3 0 . 159 .
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“ment is always aided by making comxections Bcrwecn !us own activity
~ ‘and words describiag it. o
. In our verbal teaching. program, verbs have a larg'w: part, They are

mways taughr. during rhe children’s actmty. . S
) Bakmg cookies®

o ‘ ~ March, 1971.
= 'I‘he teacher shows the chﬁd:en the infiredients- for ceokl&mhng'
- Teacher: . Tell me, what did I bring today? *
The c}nldrcn recognize and name the 1tems. .
Ernie: | Sug.. fla-wa
CUPmil: You'went and houg?at some fiour and some -
A sugar, ‘
.+ Teachee; - What are we going to n:in!v: thh them?
- Ernie: " _ Coo-kie, * ;
. Phil: IR We are gﬁmg to bake cookxes. R
_Bob: .’  Cool-ie, ' T
* Teacher (showing an egg): What's this?
Phil:s We're going o ,hmk the egg open,”
 Emie: " . Egg-—brek, -
_ Teachir: - What else do we bave to put into our
- Alice: - . Butwr*put in,
. i?mcic; © o (Deaf — shows by gea'm'e that she intends
- . to cream the ’buuer and sugar.)
- Bob: " Put butter in.
- Phil: Put in butter for cookies to taste good
: 'fi‘eagher: o Now evctythmg is ready, We're going to
b ' e

-

. Hadapred into Hnglish fom cur obattvation seeardy, thiy conversation Sollows the Polivh cookery
- precedure fir making coelier.
Q ¥ &
A &) t;
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T»:achcr.
. -Phﬂ:

- - Alice:
Ernies -
©_Teacher:
Teacher:

Alice;
. -
r AAV0KHHGHIACDECOENIRY

-

. Mix the dough,

. Cﬂ(”‘wg
. Me cook-ie.

i I ﬁI bgught them iwd you pmd fﬁr them
RS

4

=

£

’i’he t:hﬂdrm mke rarms 2t mixing and kﬁmding the codkie déug?n,

Me, Pm good at mxxmg
Ma-¥e cook-ies.

'!V Bﬂkﬁ kaiﬁo St

Bob, 1ell us whit you're d@mg.
Mz&«mg cooiue.

Rz . )

)

Look, what is Francie d@mg?
She's cutting out cookies wsth t.he glass,

e

Eenie’s going to cut our some cookies. Tell
us, Harry, whit's Ernie gmng to do?

Cut CGOM%.

And now the cookies are all x‘eudya Ahmc’s

going o tell us what 1o do with them now. .

>

Bake cou-kie,

“What shail we do today?”

‘October, 1971

Ahct: and mee and Phil hake been
shopping. Let’s see what they bought for -

ﬁs.

- Dat (p@imiﬁg o apples).

Alice, tell ixs
Buy apyfies.

75Fe you were,. ,

”l‘he teac’ier 'aiks. Francie by gestures what shpuld be doni. mmm
Fr ;mm: tokes a tumbler and shows how to cut out,a coohe “with i,

"IN
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. Bddie:
Teuacher:

o
Alice:
Teacher:

 Billy:
- Teacher:

- Phil:

- Teachers

© Hargys
“Teacher:
© Ernte:

Eddie:

LELTLTSTE 2

Teacher:

Phit:
Teacher:
Abces

" Harry:

Bddie:

. Teacher:
L T Bake
. Bel

Yty Gz
“What -shall we d@ muh these apples?

) Appﬁwuﬁ@

Psr@ry@ne mﬂ uk@ one apple and pael it~ |

= vary, very w&fuﬁyw and then we'll

cut them up into- lirde pieces. Whar sholl i

we use o peel the apples withy e
' Knife.

Johanic’s giving out the knives.

Now everybody knows what 1o «3@ and s0

let’s get down o work,

children bought some aﬁpllw. B

(Shows by gesture that he is mngsmg a pﬁaﬁeo) L

Harry, we haven't got plates. What are
you goiag 1o do about jt? :

Bring plates.
- Harey, tell us whit ;mm r2 é@mﬁ nw:
Giving plate.

| ~ And now what do we do? : T
Here - here (showing how he is peeling . -
© the apple). R

“Me peel opple.,

Good - now all the applas are peeled.
CWhat's mext?’ ‘ ' ‘
To cut wp into piedes.

L@m m@ryﬁ;@ﬁy say ‘whot be’s doing.

me ;

Cuts 2pple. ‘

Cut 2 up. .
* Lot Bob £aY, 160,

Cut=up.

H}S D P




. Other conversations were conducted vith. “the purpose of providing

:.h;. d’iﬂdfm m}y upﬁ ' e L
Teach&r o - And now aﬂ the v.@rh is dane. What di
‘ . wedo, Phil? - s
»PM* o /T bought apples, the. chtldren pedi:d ﬂmm B
S , and cut them — amd ncw apglamuce m,_._;

Im the v activities dﬁﬁﬁl’*bﬁﬁ abnw:, the machﬁr uses verbs in vario®s
- fenses fo pﬁm the acnvities (future tense), to describe the actual
<epurss of action (prosens tense), sssociating fhe word with the action,”
* and 10" 1épors-the complered sction (past tense). Only a- few of the
. pupils c¥n use tenses catrecﬂy but despm: this their utterances pro-s’
. vide evidenot, that this yerb is serving its appmgmtc fuoction 1, e,
4 to facilitate comprehension, plaaning and execution of the task, In
- the gbove mmplm, thie choice of activity was made by the teacher. -

. the ogession for the child to use words as tools for mzzkmg their own
L dﬁ@mﬁmo dem isan e&wrpt from a record: :

szwsmg an nmmty by oneaalf
o - | ' I“«’:brmr:,, 19?0.;
“ Tedicher: - | -Sit @!mm1 ahﬂdmn, at thz; mblea and t’s

think. What do we waat to do? I'm g
10 agk each child what he wams to do.

 Teds - Hammer,

. Teacher: ‘ Al right. Go and get the hammer. Do you -
S e - remember where it is? E
S Ted: . 'ﬂ@oksmadmvarmﬁm&fm)'?mhcr.."‘f

r . . -whereo. o
- Teacher: | - (Tells him the ia:mmerm in the wphaatd; -
e .  in the closktoom.)
- Ted: (Brings back the hammer and hammamg o
v toard, and settles down at ence to work.) -
o ’itmhsma S . Mow, what's Alice going to d@ mday“? L
dUes - Teim S

"“%"i‘ o  '_;15?~-_,




R 3ngt

A&m fetciws ca:dbnard, paints, water, forgcmng nothmg. I‘rancm
N capxeﬁ Alice and chooses the same occupation. . _ ,

Xeachet* - Good, .get cve:yﬂaing you’ll need fo.r paim':»

-

| .’w S TLIT] . - 9

In another conversation the ch:!dmn name:d the mplements for their

" work.

- “\What a thing is for”
February, 1970.

: Preparation; The mcﬁer has prepared a xmmber af objects of daﬁy"

| Uu$e, 8. K. brushes, ccmbs, mirsor, kzt;chen utensﬁs,, eic.

“Teacher: ' See what we ‘have here, Lots of thmgs, just
‘ like in‘a store, Now youll see what we're
: ' going to do. ’
“Teacher: - Alice will get an apple and she’s to tell §
SR ‘ ‘ me what else I'm to give her. g o
- Alice: ' - Apple, knife.
. Teacher: ' {Gives Alice a spoon.)
. Alices ~ No-—Inife, peel! :
© Teacher: ,Whm does Alice peed a knife for? -
. Phil: . . She needs 2 kmfe 1o peel the apple. °

Bxﬁy {deaf) i told to comb his hair, The teacher hands }m'n a tooth-

. brush instead of a comb. Billy objects and demonstrates throughf

gestures what a toothbrush is for.

” Teacher: o v, HAMTY,. what's Biﬂ} g@mg 10 dn with. that
- v tonthbrush ?
Harry: ‘Brush teeth,

Billy takes the comb, Jooks ar himself in the n{ﬁor and careful!y

- combs his hair,

Qo - What's Biily got in his hand now?

-

187




sesinsvies

.. Johnnie: -

Teacher:
Alice:

" Teacher: -

Alice:

Phil:

Alice:

- Teacher:
' Phil:

Teacher:

_ (Objects, gestxaxlaﬁng, and poinis to the

" to the plug in the wall. Then he runs to

1 blew out the match.

Comb. He’s combmg his hair.
Comb-ing hair.
He's looking at hxmsdf in the lookmg glass

(Deaf Receives a shoe-brush, and brushes

his shoes.)

What's }ohnm& domg?
Shoe, :

Hc s cl...

Clean-ing shoe.

(Takcs‘a match-box off the table.)
What will you do with the matches ?

(“Studies” the label of the match-box and
does not answer.)

(Strikes a match,)

What have T got to do? (points to fhe hght ,
bulb) L

S10VE.)
{Smiles, He pomts 10 the light fizture, then

get an ashtray and ﬁlustratcs how 10 lxght
a cigaretie.}

T'm going 1o blow out that match

Fire there (pointing to the stove).

What do we have td do to put out the match?
711 blow it out -

Now tell me, what did Phil do?
Phu-phu.

Matches, burn, fire. -

168
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In conclusioa, thc ‘teacher dxsolays each of the ob)ects in turn Thc
children ndme them and the actions they serve.
The children treat such verbal activities as games. They are surpnsed

*. and highly amuysed at the “errors” of the teacher in giving out the

objects. A% a rule, they eager to’ show thmr knowledge.

i
%

The chﬂdrcn who devmte from the average group level requxre indi-
vidual conversation adapted to their level and particular interests,

Phil, a boy with fluent speech, can talk about imagined events, un- '

related to here-and-now experience. ‘Most of the conversations thh, -

the whole group are too easy for him.
Phil does not ralk with the other children, since he has a superior
fund of words and concepts he looks for occasions to talk with adults.

4

September, 197f1.

“IPphil:  Are we going to look at the bridge$
Teacher: ~ Would you like to go 10 the bridge? o
Phil: - A - I saw a bridge once. We were walkmg, ’
o o P grandpa -and me,

- Teacher: . . Tell me Phil, what’s a bridge for?

" Phil; . © Because there’s water.

Teacher: R Can buses. and strcet»cars cross on the

PR . water?
Phil: . Naw — they cross on the bridge. Trains,
» 100, :
Teacher: ~And people — do they cross on the water? -
Phil: ; " Naw — they wet their shoes and trousers,
Teacher: But how do you get across whcn ihcrc s 1o
ot © bridge? :
Phil: ’ ' Cross over on a boat.

Tomis profoundly retarded. His behavior is dominated by stercctyp"d
. activity, and his vocabulary is limited fo a few monosyllables, Yet

evexn on this Jevel formulation of a verbal plan influences the course

oi’ hzs activity.

[Kc I 11

wll Toxt Provided by ERIC




) TEaeher:

Tom:

‘Teacher:

" Tom:

. Teacher:

- Tom:

Teacher:
. Tom:-

" Teacher:

Tom:

‘ September, 1971.

: T om, brmg that. box of blocks over here,
. will you?

(Carries out the mstrucnon He brings the ‘
box of blocks, sits down and- eyes the,
teacher attentively.)

Build something nice, Tcm. There s a lot .
of blocks here. Make a house.

"(Transfers the blocks from box to table, .

and back again. This actwn:y continues for
several minutes.

- Tommy, when you go home with daddy, o

you see cars and streetcars and trains.’

" Yeh, chug... (grunts) buh buh* (livening

up and working rapidly now). He chooses
only long blocks, builds a train, using -
a double block for the engine.

That’s good. What else will you build?
Bridge. (He thinks it over a moment).
Does your train go over the bridge?

(very pleased) Tunnel... tnnel (He pushes
the train slowly under the bridge he has
just comstructed).’

The following- cxemphﬁes an actual exchange of information between
child and teacher, despite the rudimentacy level of specch.

April, 1971..

" Ted notices a new teacher. He points at her with his ﬁnger,

wll Toxt Provided by ERIC

Ted: What dat?
Teacher: Not “what’s that?”, Ted — say “Who’s
th‘at‘?”‘» .
Tcd~ Who dat?
]:KC Toms mrabulwl this means “go” . 170 ‘
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o Teacfrer M 'That s your new teacher How do youA

. . like her?
., Ted: ‘ . Ych, pretty. She gotta chu—chu’
* Teacher: : _No, she basn’ t got acar.’ -
- Ted: _ . What she got? :
Teacher: She’s got two legs to walk thh Shev
- ’ ~ hasn’t got a car. ¢
Ted: ‘ - Daddy got three, give one (three means -

© a lot of). (“My daddy will give the teacher A

one of his cars” was what Ted probably

meant.)

- We' emphasme that deaf chlldren are by no means excluded from'
conversations. :

November, 1971 .
. Billy: . (Has 4 drstressed expressron and shows a

, scratch on his leg.) .
* Teacher: ' (Points to the ﬂoor with an enquiring look
' ~ Did he fall in the classroom ?)
(Pomts toward .the window, thch opens
into the school yard and the’ street. He

Billy:

he gives a sly laugh, grabs a child by.the

.shoulders — Mommy carries him upon her'

. shoulders.) :
Teacher: (Frowns and indicates that mother gets
tired.)
(Reaches out hxs arms, presses hxs fists
together, His mommy is very strong)

'Billy:

e .
l“ ;

executes a few circular movements around '
his leg Have to bandage up the leg. Then

i

o
r,;f“a‘

" Johnnie: (Tries to communicate, an ”frnportant fam- )

ily ‘event to the teacher, He imitates
" - rocking movemcnrs his sister has just given
. birth to a baby,)




P

Teacher: . (Points inquiringly to a boy and then to a
I S * girl. Is it a boy or a girl?) .
Johnnie: . © (Doesn’t grasp the question intended. He .
’ i " chakes his head and measures off on the .~
table top a short segment: the baby is

.\ small) -
© Teacher: . .. (Draws a picture of a boy and 2 girl.)
Johnmie: | - (Breaks into' a smile, now .understanding

the query. He points to the drawing of the
girl, and then again shows how small she "

is.), .
. The prinCiple of sensory-based transmission of verbal
o information’ - : BN

~+» Language bhas no parallel as a source of information about objects
and events not accessible to us directly. Such information may be
geographical knowledge (about spatially remote objects) or historical
~ facts (about events remote in time), or any abstract concept, such as
. big, warm, all of. ~ B
Transmicting to retarded children this kind of information, unconnect-
ed with their own activity, calls, however, for extreme caution. The
~ child may “repeat verbal information mechanically; but then the -
information remains unlinked with his own life experience; it merely
charges his memory, without enriching his thinking in any way or
serving his activity meaningfully. -
Verbalism — as this is calledr — constitutes a grave error in teaching
at any level of instruction, from elementary to university. But in’
the case of the mentally retarded it is particularly dangerous, for
~ such a child possesses few resources of his own to seek out the lacking
empirical basis. =~ ° : L
Thus in 4ransferring any information to the child, we must use
2 concrete ¢ase. We must demonstrate, using real-life objects, -or
*“thiee-dimensional models that can be examined by eye and hand,
or, perhaps, drawings. A specific form of_ demonstration is kinesthetic
sensation, i. ¢., through perception of the movements and positions
of one’s own body. : o

© The following examples illustrate -this principle.

ERIC -

e L 169
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Conversatxon in a tzulor s W orkshop-

November, 1969
Rxcky | T Hullo, - _ )
‘ Teacher: - - Eyerybody say ‘good | morning nicely to the
oo ) _people here. ' ,
Children: . Good morning — — Hullo :
- Teacher; " Look around, everybody Tell me where
o . We are now. ’
‘Eddie: ... In a store,
Phil: - At a tailor’s shep.
. Ricky: . : Man sew clothes. Ricky in factory r
Rcachcr ' Eddie, tell us, what’s that man sewing on2 -
- Eddie: - On a machine.
- Teacher: ‘ + Look and sce, is there only one machme
‘ _ here?
Frank: ' Dere’s lotta fachines here
. Teacher: . That’s rxght, Frank. There are a whole lot

of sewing machines,-antd thcre are many .-
men working on thcm.

The cutter ewplams and shows how he cuts out cloth to make a coat,
and how the pieces are fitted together. Next the chxldrcn examide the
ready-made coats, - .

The next day the tcachcr introduces a planned acmvxty by sayxng

Te1chcr : Today we're going to play at being work-
~ers in a tailor’s workshop, We'll take our

coats on the boys and girls, Brown for the
boys and red for thc girls,
“Warm clothes for winter”

' scissors and ¢t out our pieces and paste,
|
\
|
1 Novcmbcr; 1969.
|

- Teacher; . Take,a good look out the window. Tell us
| ’ what you see. Why i is it's0 nice and white - -
’ outside? v




Phil:
- Frank:
" Teacher:

Eddie:
Teacher:

-

That’s snow.
Snowing now, ILs winter,

When the snow falls, then is it cold out, or
warm? C o . .

- Cold.

Well, Eddie says he was cold out, Let's
take a look at his coat, Eddie, Alice, bring :
over your coats. Take a good look, chil-

* dren, Which coat is thick and warm?

«

The children handle the coats and compare them;

- Teacher:
Alices
Teacher:

Is it warm in this coat? (indicating Alice’s).
Yeh — warm,

Alice’s coat is very thick — Lhu.kcr than _
Eddie'd, I guess Eddie’s mother is going
to get him a werm coat for winter teo.

‘ Thc. teachcr shows 2 cap, gloves, scuf. The children mme each

~ article of t.lo:hmg

Tcacher‘

Bob:
I‘ muiu,r'

Frank:

- Ricky:

Ernie:
Teacher:
Q .

*

Lock at this cap, children. How do you
like it? What's it made of? '

Fur. Eddie's ears will be warm.
I can’t remember what Jim’s coat is like, or

‘Bob’s .. or Harry's. Jim, bave you got

a chat? Y ‘
Yeh, gotia coat. . \
{(Nods his head in affirmation.) TN

Ler's say it all again, what do we need m
keep us warm in winter?.

Cap. .

Hafta buy a-coat.

{Points to the gloves.) T
Good for yoi, you've all told me a lot of
things. Now let's mucmtmr, we've got

171 mo
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g ; 10 hang up our coats neatly on thcn‘ hangers
}, 5 (showing) so they won’t fall down and. .
l‘b ‘ : get crushed and dirty. . .

.S«:vcrcly retardcd chxldrcn have little capacity to cxprcss thcmsclvcs -
through drawing. An appropriate form for mem is 10 pnrumpate i

\ makmg a dxawmg with the ttachcr. . .
o | October, 1959, .
. Teacher: 7 ’I‘oday e!ll draw a picture on the biack~ -
. board ali. togethcr Each of you will draw
somcthmg. -
'l'he taacher draws a line and asks vehat this is.
Akc;e: : ©° Line, .
Eddie: - - ‘ Astick. - -
‘The teacher continues to draw a rmngie and asks what it is. -
Alice: ~ House. - S
’I‘gachct:' ; - All right. Now. Ahcc, what do you waut. ©
o _ | draw? - 4
- Alice: - ’ Roof. . ,
- Alice: S (Draws a roof, atchimncy and smoke
. - coming from the chiraney.). .
Teacher: What else shall we draw’ What's missmg

- in this house?

Eddie thinks of the wmdows, Bo‘b of doors. hach child dmm the
- parts he names, Then the teacher Suggests stairs, children in the -

= twindows, 2 tree by the house, grass, sun in the sky, Then the teacher«
-deaws a fence, and asks what to put on it. Somcone suggests a car.
In this way the collective drawing emerges. 'Ithc teacher continues -
the conversation about the house, Who lives in the house? What's
the cat doing? ete, In conclusion, the teacher agmu names cach
clement and the child who 8rew it, The wholc group is commcndcd :

Q- s performance. L.




Teacher;

Phil;

. “Teacher .(émwing 3
~ Phil:

e g
- "Teachced’
- Alice:
Harry:

" Binie:
Phil:
Teacher:

Ernie:.
Teachers

CTazal
Phils
Teacher:
Lizas
Teacher:
Liza:
Teacher (drawing)s
Phal:
Liza: 4
Teacher:

hit:

. Am I to draw just a swmg?

Tree—woods (the gark}

. from?

. Water - river,

'lalkmg ami dmwmg after a waik

o May, 1971

Let's think back to what we saw today

on our walk. What was interesting on

the street, in the park, down by the mmr’ R

Tl draw on the board and you wll me —

Phil, Ernie, Alice, em:ybody
1 saw a swing.

Thuc was 3 girl on the swing. She was ‘_
swinging up high. .
And what does Alice say? .

Flowek.

Rain. _,

*Twas rajoing, just a little bit.
See what T've drawn up here — this is °
a cloud, and now ir's raining. Here's 3 tree.
4nd here’s a flower, What elsé shall 1 draw?
Grass.,

Where did the grass and the ﬂmv;ers come

Grass grow —don’t you know? p-f
It rained, so the flowers grew.
What else.did you see on our walk’

What was on the river?

Fish in the river.

What are the fish doing in the mter‘;‘

Swirming.

- No —sitting there.

Fish swim down deep in the water, and

what is there on top of the water?

A boat,
it




RN

1
1
Aza-f* what's in Lhe boar? J
Tb@esam&nmtﬁemn . 1
{(Deaf — rushes up 10 the blackbourd and e
- draws a man i the boat.) S
{Deaf ~— shows by gesture that mere are i
¢ seme children. 38 the boat, 100.) ‘ ' 1
If%s Jerry's turn mow. Jerry, telf us v,hat - ‘
you saw on ourwalk, L o
{Points 10 a dog cut-out.) :
. Bow-wow.
Dog.
What was that dog. dofng?
. Bow wow bow...
-He chased ws,
He-barked, .
Teacher, bidge Qb}:ﬁsﬂgﬂ‘; train, .
- Oh — Ewmie wans w© tell us something
- now — how he saw a tain on the bridge. -
Lo : Was the train standing stm on !fﬁe bndg@?
Ernie: - f-,‘wmchmchcmm -
- Teachers And row les go over it oll again, Lookar
- : - the bleckboard, children, and say what we - .
saw today on our walk. Here's a cloud and... -

The conversation continues.

”Empty speech and ceho!a’ﬁa }

- Verbal material has f@rmﬂme value only Wh“"l it s strictly related
1o the child’s own activity ~— past, present or furare. Otherwise we -
- are only dealing with apparent communicagon, which has ne v&im,

© for the child’s § development,

‘We should be reminded that aot mi‘mqumt.y the severely retarded

. tend to repept words in e me&mng&ess mechanical fashion, either to \
“T 0 f”orusaform @f‘ nmmwe behm@r known as echolalis




E

this kind is, on the whole, quite pomtless. Tt serves neither 25 a medium

© or facilitate pusposefil activity; Some teachers encourage thethld o~

* A necessary condition fur the development of both sacial personality
' apd intellect in the child = the ability to connect cause and effect;

RIC

Aruitoxt provided by Eic:

fechiped speech). A relanvely high parcentage of the severely retarded
display considerable abiluny to repat-without comprehension whole |
phisases and sentences not excluding foreign expressions, Speech of .

of communication nor 5 @ form of seif-espression, aor dozs &t entich

indulge in such senseless talking, on the fatze-assumption that speech
s always a sipn of intellizence. Thus the child lesrns 1o seek approval *
‘and recopmition from his milien mainly by saying anythiog at all;
often @5 a resule he gives up the mental effort 1o explore non-verbal~
material. N ’ '
In such children we ofiea find that high speech vulume goes along
with clowning for the porpese of drawing awcation to ontsell In
stach €23

25, thegeacher's first tash o releain from reinforfingidle E
1l by atending to g, 561 less to reward it with approvals the jacher
‘i bast advised to ignore it and to focus full stiention upon the non=_
corhatforms of the dnld’s activity. Only at 4 later Stage can speech v+
foemation be <tarted, that 5, meaningful ‘spech linked with som- '
veehal activity and social communicativn. )

e

Speech as a tool for comprebending the continuity
of external events ~

- particularty effects that can be anticipated from one’s own Presemt
of past actions. . LT
Even the severely retarded person i able to profit fom acquired
experience and in fact does v 10 @ greawr degtee than we usuaily
Suppese. An imporant. failitating focor is the ability o express in -
words the causal connestions of events. S
It is therefore important 1o talk obgut the past and furure expscisnees
of the retarded child, beginnibg vith the most resent and graduslly
including the more remotes’ -~ 1 " - ' .

A few esamples of conversations follow, referring first 1o past,. then

;:nk@ to future cvents. ' ‘ ,

. ' ) ‘ - . - ot

v




»

- “Teachors

L * : .
. Emie:

- 'Tez;c E‘éﬁ‘l’jﬁ :

Emies
" Phils

Teacher: -

, Haery:
Billy:

“Teacher:

Phil:
Ernfe:
Teacher:
» Erpfes
| Alice:”
- Francie:

Teacher:

Mike:
) 'ifemﬁmi

O

.. Car go by.

Truck, g

 Which car did $0u 8¢ on our mﬁk? @Sh@
- shows some modils of motor vehicles),

Dat dere (Recopnizes correctly).

: W’mmim mﬂﬁng? i St
Dat, tan - -
It was kxadmg g&n@, down by the Vistula,
Did you see that, H&m? e
Got big foad. = -

(Run$ up and shows the dumpmg mecha-
mism on the wuck), ¥

. Bnﬁy"@ showing us how ﬂize sand gem :

«dwmped. out. Now, Manny is going 1o
tshew us the cars he saw on the street
wd Manny show the right ones?

Yehs, thar other car came up to ﬁm store, -

‘Digsa, store, -

What did that truck bring to-the store? -

Bread. A

Bans. ’ ' *

(Shows by gestures that Cﬁf@ﬁ@ were handed
@m off the truck.)"

“\}‘""fm we did on Sunday”

. ’ Mazeh, 1970,

Mike’s going to tell us what d:zy it is ﬁ@fﬂay
Monday.

That's vight. And yesterday — was there

school?

e }e ? ’é§ o -

" March, 1071,

. What did wesee when we were on our walk?

}




Smin sy € s

- Teacher:

‘Bddie;
- Teachers
. Pddie:
" Teacher:

- Bddies -
- Teachery

<,

RN

- The ghildren laugh.
: SR ,

Teacher: . -

© - Brnid
Teacher:
13 ™ -

Aliges -
. Teaghers  *
Alices

Teacher: »

Sarn

Sam’
Teacher:
“”ﬂ“* ‘emifimg

,EP&C

it rovid vy ENG e

»

@;’.‘éﬁ went sliding?

"Q@J Sund:w Y

Yes, it was Sunday ;f&(’s(@if&@ya Think bﬂ@ﬁa
: whm. did you all do on Sunday?

1 went §hdmg., : RN

Who was with you shdmw

Brother, (He shows 2 seraich on Jis n@@@)
What hxggmad 10 your mose?

Fell dowm. Nese sore.

Bewer be careful, Eddie, when y@m g&
sliding. Beiter mk@ it ﬁaﬁy mxﬁh your @M

nes %‘ e

And who else uaaa out f@r a v.a\lk? Wh@

Weodss Mominy, Daddy

Frnie.went for a walk to the woeds mth‘“ <

his M@mmy andl Dajldyc And Ah@: s
swhat' did you de?

Heome - ‘K’c&»vea ‘
Yt progra ¢ did you witch on TV? &
Agmhm, Jack (3 popular @h ﬂdﬁ:@"@ Pro=

gram) N
Whag did you m&kh,, Sam? o
Gum::

Tell ws about 1t, Sam. Who pla yml.l the
gmm@ L, .

Red Gm’s ars, Red-Blacks s.mmlaa“ guﬁmw
--35h €51:{. .

“And wiich one sapg.e { ﬁﬁm@ @? p@pmﬁr
‘«ngh e

“Poforasks, Ni@m@;n sang “Funny old werld®.

Who elee heard ﬁnm PIGEram 6 TV?G

Me = 1on, o N |
Lo ‘ . B
a0 v




':Rﬂckv @m R@d Guam % grmdmaﬁa S
e e still don’t know what T&ci did fm

. v & ’ . LN v -

Sunday. ) N
‘TDad, bub buh, 2P 7-.,

8p you went for 2 drive with S }mw ﬂzﬁ in
' " his car, i that Fight?
L LYk Memmym ' - o
. Jin's goiog w well.us what he did on
Sunday. Jim, did you go gut for a wﬁk’
Jimie o . No=-ball,

B b %

N
&

: Teachar: 7  You were plaging b:m}? % B S
o Jems Mo > 4
. Teacher: - Did you watch 2 TV piogram? S
- e Y
- Tuacher: Well, that \gab a good chit, children, Now
' : t's ‘my turh to el you what I.4id on
s - Sunday, T went for 2 wilk down by the™ |
- N Vistula, A@d you know, I was waiching
’ " isome big pikces W ice floating on the Water.
o = Then a beat canie plong end come ssiloss -

P . kroke up the ce. It made a bigZhoom.

oL IK it's nice wmbsow, we'll go dewn 1

' © o thevriver and see wha's 4oing on there,
T, . . © . - »

Cooe e 'eSymmer holidays?

o Sepmmb@r, 1971. .

a Good m @mmgg ‘everybody. It beta 2
i - feng mm: since I saw you all hexe. Bvery- 4
- ‘ bady soy hullo to ol the t@@bw first,

i - & and then we'll chat together for a while,
|

|

The children gres BE mombers of the teaching s, 0
Teacher: And now, can anybody tell me why it's

, o o long since you were all here? "
Pl - " _Summer holidays. I went away,

Bl .~




Tepcher:

-~ Alice:
Tedcher:

Alice:

k]

 Teagher:
Hapzy:
Teacher:

¥ B
.
A
P
.

i owr hamp
Py aanane
chufd: '
e Prypuicil
yizhics

v 'y,.\pg.,‘ N

: Q The topic:
ERICT

r
Full Tt Provided by ERIC.

- yacation.

A
= § D SOPIET

e, it was sumper, Every child went
“sumewhere, becawss it was very het in
Warsaw. Let's think back now and remem-
ber where we went, during the summer

. Tamp.
A, Alice remembers — she was ot & it
mer camp, Who else was at camp?
¥’ Moy, Francig 160- '
“Sipd Horry, were jou or 2 camp?
Yeh, b was. :
v And'what é"ei you. do at Camp?
Woodd, Play fpothall.
Woods, compfife.

-

Pl

o hot g Harey do?
~sw 1 knéiat Af camp the children went
10 the gonds, played balt and mude a camp-
fire ~They went 60 o0 EXCUrSION by bus
Goad. Mow yoU. childsen wall get some
“papsr and pant 2 piclure of the woods
Lo et ke 1t wis At camp, The rest ore going

£ o gar seme magariies to cut oup. You
cap Cut Gyt pictues of birds or aninals — .
AnyThing FOu SaW when yéu were oug in
) the counlry- ' T
of conversaions, we find the mar glemahis RECASSATY

w10 be Pally grmprebensible and igRIUDE 10 the

2

gefer toevery ChildSindividual expen

P )
P 0

"

et gvents, i o g
sovial, [ thé firit ComvEIsanIon, -
i




, ’ T e i
E'_Tiﬁ’f el are il In e third, verbal acuwity pastes w drawing
- o8 the wpic of conversation, , :
. L
Future events

L4

" In the first example below, the children help plan what they will
do next. In the second and fourth conversations the time anticipated
. 5 the following day,
\' The third “conversation®, which ¥s nos-verbal, demonsteates that
v sven the severely resarded and deaf child is capable of expressing
v intention and making a decision lar rely on hiz swn,

i) - ’ Mﬁ}’g 197{);

The teacker prepared materials for vations scoupations, planning 10
Introduss: various verds into the conversition, .

Teacher: Everybody will now chotse something™~o -
’ do. But first he must tell me what he
would -like 10 do, First Ernic — he's
waiting very patiently, ;. '
Erniz; (Chotzes plastcine, Tries hard to sub-
sutute a stord for a“gestnre, and finally
manages 1o articnlates) Sticky,

|

L Forwmulating intentivns\*What shall we d today?
[‘, .

|

F

|

|

* “Teacher- © Do everybody know what Braie isgning
| 10 do? ,
Alice: Suck.
Phil: He's going w0 wake tomething out of
. plastizing. v -
Teacher: Mow Bddie. Oh, for Eddie T've got a can
and somez beans. Whet's Fddie gomg 1o
do?
Eddse: ' {onna thigw, : i
Treacher: Bob; Tve got something very sntersng
S ¢ for you here (clay figures). Bur first 1l

me whit you're going to do with them.
Here you are — paing, brush,.,

PRVRP )
AL




E&b (mnxxdm #t Imgxhj Gom;a,., pﬁm R

’Imlggc -

Fhﬁ

S Imr

Teuchery

Alige:
Teachers

Pl

M,dw,, .
) fpin: v )

e s <ttt o o

- Teasher:

Teather:
Y

Phlz
Hddia:

Eddin:

Hob fafier convideringy:

Alice:
Harry:
Phil:
Liza

L

Fechir {akang cabfm the activities ©

Hawry:
Phil:
O rhers

a big 7ed mshroom, What's Harey gaing

e F .
. Gi-ing to sew it €
Wl st Y “\

- you, do with this appic, Alige?

A,

© Peel. .
(Indisates by gestiire what Alice vill do.

. He's grating thoss ATt
- Yhar's Francie deing?

I8 m

Harry. i good ag hard work, 0 wdzcy he .
- geis & thread / and ncedle and 1his picture -~

i do ’mz}x 7 N

Alice wants 16 do something, For Alice
Tve got i, apple and @ Xnife, Whatll

Peei,
tow all of ymz say what Aim 5 g,omg io

Yegl apglfzs far amﬂr?aum.

Wow for Francie. Oh, lovk what she's.
gwing to dol She's got a frasin with some
witer and a pizce of soap and A towsl,

Sht's going 16 wash something.
Do a washin', x
T'm going 10 avk mh one 10 say what }1#

15 doing.

Me throw beans,

Car = me daw <o, W

Dis - ptel agplf;,

»&”W

e, I'm drowink @ howse, see#

what's Johnui «im r?
Peel zatrots,




Hddie: . Wasting.

Alice: Francie wash-ing, . :
Phil: ‘That's o hankie she’s washing. 1
Tencher: “What were you doing? Have you finished ’
‘ your joh?

Bedie: Yep, |
Hurry: - Finished,

Phil: : Done my painting,

Liza: MNuf paimting. Yo~

Alike: Yeu, fin-iok-1, !

flob: Ail-done. V

Tenig: Tepcher - me, now, M.. {uviog his

nurname, Shows his product.j
“What will we do on Sunday

Teacher: Tell, moey what day is it woday ?
Mike: ~ Satorday.
Teackor: J That's right — today’s Sowirday. Mike

slways remembers abowr  Saterdey  Dee
cause he likes gening bomt earlier. On
Saturday evaybody pocs home  cardieor,
Me 1 wonder whar you ido on Sundays,
Ming, can you el us what you do on

»

hunday? ’
C Mikes £30 for rude with Dad. ;
Teasher: And e xent of you, what do yolt do on
' Hunday £
Bicky ) Ruky g0 to movics.
) 17 FA My grandpail 1ake me fer o Jong walk,
CAlie Tep-ver,
. Diecombior, 1970,

Dk elond 15 consdering whin seeopation 1o seleot lmdarr LOMCS
' up and spreads hee arms.
!
\

e : é\lmiyrmmm. He understands the ggr.m\
: B A i
185 :




L4

e loaks monmd the roomwidh - hetapg oo
wr) .
Tracher: {Prapones  hleck-buildng, drawmg, ©8,)

Tricks {Shakes hin head amd points to the teachs

mpeoid cuphefrd, He ie aware that the
1eacher doga not boow what he has in
mind, He concentrates on thie problem of
wansmitting the information, Then he
breaks dnte a smile and suikes the table
with hid fist) ‘This gesture represents the
hommer: and hammeting-beatd), .

“Veacher gors with Dick 1o the cupboaed. 1ick seleers the hammier-
ing-board,cheds whether the hammer ad natls are therewith a sat=®
infied smle. Tt gn o copaiderable triumph for him 1o have conveyed

his messape. '

’ : "M"Q‘Qﬁ‘, X}Ry1) ‘
' May, 1970,
Teiher: “Tomorrow 15 o very important duy. Who
can sy what day it in? .
Ricky:  Women's Day {a different fesvivity).
Mk " Pomurrow Mothers® 1iay.
‘Feaher Thar's tight, Mike, you xemembered about

that day. What will you w5y to your moth-
er on Mother's Day ?

Mike Huppy Binthday.

Teaher And what will the rent of you say to yony
OGS #

Al Happy Doy, )

Riky Racky gives Howers.

Yishhie Me . ‘

Bob (all sewlesd Yeh.

Fraie: Me, Mommy. ¢

Teacher: And will Jim remember 1o wish his Mowmy
a very happy day?

‘ : 186 . 1493




B Yol Mowmy 0 hos

~Feaghers - Al mow s udy dm\m to work, Kvszr}body

will make a present to take to his Momumy.,

The cookies are yeady, but we have to

make some pls:m to put them on, We'li

paint some nice Little Plates. Fhen we'll

wrap up & plate with cookies in nice paper

for a present, oue for each Mommy.

» Theydl be very curious sbout what you

bring them. They'll opea up their ) pmmm

k fast and «— my, how pleased they'll bel

Eraie: Give Munnm .

o &p&mh a8 A 100l to formulate cvaluntions and mlc:a .

Qf hehavior
Eiven for the chuld who is incapable of peoctucing full sentences, verbal
formulation is an aid in cvalunting his own bebavior. Ju the first
conversation the notien of “gond boy™ ix nsed; the second introduces
A more ebjective notion: allowed -~ pot allowed (Torbidden),
. 7
o ~ Tadividual mmmnlmn with Eddie
e n Ni&%emba‘, 1970,

Eddie 1 m & gond mood. He mitintes the smmw,timxx with the
teacher.

Me ;gnoqi"‘itf»}
That’s fines Fddie, I”elﬂ ne Mm e d&a& .

: Dinnez, i

Teacher: What about dinner?

Faddie -~ Me cat dinner. ‘

Fegcher. Antd now, what are you doiog?

Vddie: Me undoesing,

Teacher - Gied for you, Fddie, What will you be

deing afier that? .

Mm Gym with My J.

' [KC

1877

-
(
1




Teacher: And how will i go?
Edie: Goed. Gonna tell Mommy.

Rules of behavior <~ Traffic lights
Qctober, 1971,

The children axe sutside stasting 2 walk.

Teacher: Where shall we go taday?
Thils ~ Out on the soeet.
Teacher: And now we're walking along the streets
of Warsaw. Brie will' show, us whete
-l people walk,
frnie: L) Here (pointing to the pavement) '
Teacher: And where do caw go?
Ernter /) Here (pointing to the road). ‘
“Teacher: /  Thats vight, Emic, on the read. Children
wilk on the sidewalk, two by two. Coars
go along the road, Harsy, what de you see
_ down this strees? ‘
Hopry: House, Cars, )
Pinl: Lars gomg st -
Teacher: Harry, what coloy, 16 that bght?
No answer from Horry-
Teachey: Are people suppesed o cress on a ved
ght? (querying the deaf’ children).
Johmuie: (Gestores in the negatve):
tly: (Aware of the content of the conversation,
points w the light pud then to a taffic
EULN
Ernie: Herg == not-
Alice: Not allowed-
Phil; ~ You can't cross over mow. Peliceman’s
. watching, -
O her: Harry, what color §s thedight now?

iag - 185
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e T L I G
Harrys -~ Yes — groen. |
Teachers * Watch now ~— it’s a green light and we
. ~ C cross over. Where do we walk o cross the -
, ) street?
Fdddie: Oa the lines. )
Bob: ‘ Here, o o
- Alice: Here (pointing down to the white Tines),
Phil: Got o cross where the lines are.

How to emcowrage iliv soverely retarded ohild to
attend to the teacher’s speech

As menticaed 1w Chapter 1, the severely retarded eluld bas in general

- great diffivulty i focusing, otteation, and it is parttealaly hard for

hun 1o concenirate or listoning for long. Simifac difficultes ore
encountered by those who listen to a foreign-Tangeage lecture, ven

whin the Iinguege is fatrly well masterad, Spoech directed to the -

entite group rarely comumands the attention of the severely retarded,
the -Sseeptions belog tnstivstions compactly formulated, ”
The ﬁ?t pringiple: Bach utterance must be addressed to a particular
chuld, 16 that chuld displays Gl intorest i verbal activity, his atten~
tion must first be mobilized: opproach ham, encourage him to lock

wte vour f wad ealy then say the sentente briefly and condisdly. ™

Lok to it the chuld’s ¢wn name.

The teacher van then leagthen a consersation avound a topivy cach
remak oF question directed 1o a different cluld.

Gradually, we can be less strrct chowt applying this vule o the chil~
dren ke more mtenest in sposch:; But conversation’should be mainly
devored to communicating with tsdividual luldeen, We shall not
taclude here any iluskations of this type of conversation ; the material

“eted so D adequately illustzates dis priaciple.

The second prinaiple: The topics of conversation should cppeeT
thiogs which are of vital concern o the children. ‘

For example, Suson - profouddly retarded — 15 usually passive.
Her comprehension of mstructons 15 hmited and execution depends
upon her mond. Yer almast apAays she vesponds with a lively reaction

O mother’s voiee or %6 the words “thythmics” and “dinger®™),

gt




| -
. Teachers” - Sysam, stand wp. ,'
Susan? rHears, turns away her head, upinclined
: Y
‘:.;?gmd i E’a g \"
Teacher xepedts the instreetion and adds: Ge w0 Mrs. Kyand wis
veur hands. { This s the sigaal for approaching dinnertimel. 7
Susan: Considers 8 moment, gere up and goes ©
the person indicated; wakes that person’s
hand sad leads her to the washroom)
. 1 M 5 * - P
¢« Tercher: Susan, také Lem to this place, please:
Sgn: | Coes over Loy whes hom by the-hande--
and leads him to the proper placel
The third principle: The wopic of conversation should contan some’
novel eloments; wWopics should be dwersified. - . -
11 i not trug that the severely retarded assimilate material best when
i1 soven always m the same form. To iHustrate this fact we report
below port of @ onversition cortyining an incongruity, during which
the childzen displayed a lwely sense of situational humor. v o
A weeond example 15 3 copversation which occurred during a slide=
<howtam While the action & @ whele was not fully comprehensible
10 2l children i the group, the shdes, as & novel form, aroused great
mirest. ~ _
: May, 1971,
“‘ .
The chiden ate just back from their walk, The teacher ‘quenies
shether they had a goad walk, where they went, and 50 9f.
Teachst’ But weren't you very <old oiday ? Theres
cuch a frest, and the Snow 15 50 deep.
Erate . (at- oce REZAUDng. hugmng and pointing
S out the window): No = warm out.
Al femiling broadly): No == sun; '
Pt . Ivs warm outside. We weren’s cold at all.
a2 rserious mien)s No snow! Grass growing M ¢
the park. Summier. .
“Teacher Welt, T heiwd you chaldren got a rde on the
« s . , C
o fire engine. o v
ERIC YR S eTy
JANe 160 ~ |
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}:”_:_Em.@ S —— {mrsting £ ‘mﬂh}.}\@mma-ﬁak~*wu
B YT ——{surprisediWe—dide et any H98 WE T
‘ . walked, ;
- Aliee {smiling): No, not ride. -
Teache, Maybe you went swimming in the river?
- Phab (cawhing on, that the teacher is joking with
. them, and laughing now)s No, of course nof,
Teacher: Well, perhaps it was Mrs., K wh@ had a
‘ - swim,
., Emie . {enjoying the wﬁy mwi) N@m;’\hs
i e z& notl"
- Slides iﬂuﬁmﬁﬁg “Litde Red Ri&img Hood?
| I‘&brué:y, 1971, -
Teacher: " Yesterday I was telling you-a good smry :
Lo Who remembers it? About.. ‘
. Ptz Little Red Riding Hoad . :
Teacher: ‘f@day evervhody & going to look at. the
pmum and. telf ahar smxy Il kelp. 0h,~ '
. the pictures are  starting now. Say out
: Toud mhaxr you see,
- Ernie: Weoods, ° | — }
Alices Woods, -
Phil: House and flowers i the gawrden. .
Eddie: L2 girl, water flowers, .
Bob: . Wood = W'l gixl.
Teacher: ; There’s a big woeads, and a tiny am h@ug !
i brside the woods. .
4 In the house lives a litiie girl. She's Links |
" " Red Riding Hood. She's got @ & Hlttle garden.
mﬁm flowgts growing in.dt, What does she |
1 haw do to make the*flowers gmw? . 1
. Edde: ;:" . Water Jem with witering-can. o
Bob: " Yeh ~ water, . 4
I’hiﬂsl . Got to w 8&8&’ ﬁ@mm 50 ﬁt:;wti grow. T
LS

J& gy .1 . s
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o B X A e . .

N - ' " ok Y
e T T T e R A Tt 1 (5 Y et e -
T

T (Wanehies clnealy o “the “Story PIOgEesses,
sslide hfter slide, gesturing 10 explain the -
- Teds N (delighted at the sight' ef the cownry .-
AR ) seenety). Go there < grandpa (Ted was -
_ . ) in the countey with his shandfather). . -
Teacher: . The Jirde girl #5 feeling very happy. Look
: R ". how pleasant it i here, ‘

-

b "

: , L Birds flying. O
Aliges .  Fox (equirrel). , S
Teachmrs “There's a squirrel jumping from ope wee
to spother, see the birds singing. The .
litle girl fikes i herewdler’s see’ what -
happens mest. o

" Phil: _ Girl went inside now.
| Aliices Mommy.
 Teachers. ..  Mommy?2 o o
Eddie: | Went to her Mommy,
Harry: 7 Mommy give.
CoBddie: ¢ ' Bradwbumern ,
akices Grandma sick.
Phil: . Gives her basket with fo. R — for grandma;
v Teacher: {5 The fuke girl was watering her fiowers in

Py

: ‘ the garden. Then she heard her mother
T calling her. She ran fast into the ‘house.
s Her mother said to Litde Red Riding
Hood: “Grandma is sick in ved. Maybe
she's hungry, so 'm putting something o -
eat in your baskel - som@ bread, spme
: . honey, some apples.. And now Whals
oL : happemng? ’
Aliee: - Woeds, -

L

- Phile Shes got the basker, ’
Eddie: Pick. flowers. - ~
R .. Woods — o a wip. oy
. -iﬁg . 188,




i . V \ _.‘J,;\.: ‘ )
-~ Billy: ¢ . (Watches closely as the, $tory”progresses, - .
I 7 slide. after slide; gesturi\ng to.explain the o
~ " laction). .
--(dehghted at the slght of the country
- scenery). | Go there —— grandpa (Ted ‘was
-, in the country 'with his grandfather).- o
B s wThe lxttle girl is féelmg very. happy Look L
r . how pleasant it is here e il i
“'*\B'xrds flying, o B
T Fox (squrrrel) e )
g - .' . Theres a squlrrei jumping from one treé . .
., M0 another, see the birds: smgmg[ The,,~ .
.+ litde - girl likes- it ‘here Lets see what
happens next. , - .

.Ph‘il,: '. - Girl went inside now. ; '
e T Mommy. o vilo L
- Te',acher: ¥ D Mornmy> / T : e s
Eddie: h,,/': “Went to her’ Mommy ' o s
" Harry:r - . Mommy give, SN
Wl Eddie: - q‘ '_'1~B' -~ Bread’n ‘butter. | I
o .- Alice:” ' . Grandma smln/ . S ".é .

- Phil: Y f i G1ves her basket with food — for grandma ‘
The little girl was watering “her ﬂowers in-
‘the gar¥en. \Then she heard her mother

. calling - 1. ‘She ran fast .into" the house.
Her mother said’ to Little Red Rldlng _
- Hood: “Grandma is sick in bed. Maybe - .
. she’s hungry, so 'm pumng sométhing to
‘eat-in your basket -— some bread, some.

honey, some apples”... And now what’s

.

- .Teacher: ., ..

.. She’s got t'he'ba‘sket.y ' ‘
 Pick flowers. . e l |
Woods —on a mp ‘ '
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" Ernie:’ © Lo No Mommy (Mother isn’t there) h
Billy:’ : SN (Pornts to the wolff S
 Ricky: - - . (\X’atchmg the shdes, laughs now)
s Alice:” o Fox (wolf) ‘
SOPhil: - The wolf’s commg
“Etnie: . -+ .. - Look, he coming. B
;Teacher o : Theﬂ htt!le girl- met the wolf and wasn’t ——
" e afr‘.rd at all."She told the Wwolf where her” =
- ST T grandma Yives. The wolf ran very fast’ to,
o 7 Grandma’s house Ler’ s see what happens
- S L ;here ~
“Alice;, -~ . . . - Fox sleepmg (Wolf)
CPRl: . Thewolfgotinto the bed
. Harry: - ‘House. e
+ . Ernie: o - -+ Oh—he sleepmg -
_Teac‘her:'v R -Grandma was very aﬁald whcn she'saw o
o S ~ the wolf and she’ ran away. So. the wolf ‘got.
el © into Grandma’s ‘bed and. is . Wamng for
‘o - ~a good breakfast, Oh, here comes, Little ' -
‘ ' Red Riding Hood:.See what’s happenmg -
.- Grandma’s gone And now what’ ‘ -
C T s o 'see?
CAlice: - Man. o
“Phil: - - . The hunter’s here. 4
CBilly: -+ APoints to the huntel and the’"
7 Alice: -, | . Grandma gone’ away g
"Ed.die:' e ~ Dat man got gun.
'.Teac‘her:' s 'Perhaps ‘Grandma will come back The_' ‘.
') o Y. - man is callmg Grandma / f L
Phil: o .I .. Here Grandma. comes back S
Alic'e;: : - Me love’ Grandma :
- Erpje: Me to0. K o f’,
: Teacher: R And that’s the end of the Story‘ The little

girl got her grandmorher ‘back and she’ s
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feelmg very happy now. Soop. they will
have a good breakfast all togethern

A puppet show is another form to-arouse mferest in<the spoken word
prov1ded that the action is- s1mp1e and that individual chxldren are - -

) ., drawn in tp.rn into ¢ cooperatxon” in the show

merra s s o e et

- How to encourage the severely

The foregomg excerpts ﬁ:om our records may serve ds, material for“-w
‘the teader to,study conversatlon—bmldmg with severely retarded chil- - |
dren. The rmcrpal idea in such conversations is that everyone taKes. :
.part; ureschtrve of linguistic resources — deaf chrldren as well, - -
"“We shall.now formulate a few principles of method Wthh summanze' ‘
‘the ideas behind this material, =~ *
* How can the situation be created in which the severeI-y retarded ch11d .
can feel the need to talk and be. ready to make the cons1derable effort
‘involved in saying somethmg’ - : : N
~ In.order for achild to put forth errort, he must ant1c1pate some re- :
" watd for it. This general principle govermng all types of learning hold.
true. in thistcase as well. . - .
_ 'What constitutes reward in this. instance? - R
o “Praise and approval from the teacher” may serve as reward but this -
- form of reward is more typical of the artificial - classroom situation
“than normal everyday life; it cannot be the sole’ form of. remforce-
* ment and encouragement In.the natural s1tuatron, the reward for an_
utterance is the attention and interest it evokes in"a listener. ;Every 3
© . spontaneous and meaningful utterance from the: retarded childy,
_even that most lacklng in/form and most. prnmtlve, should be re-
warded that is to say, it s ould be accorded the 1mmed1ate attentlon '
" of-the teacher.-
"The teacher’ . basic techofique is always to be ready to 11sten 10 the
“child, and to show inferest in the content of his ‘message. Not only
is it 1mportant what the child says and how he says. it; it is éven more
important that’ he feels d need to ennch his social contacts through_

the medium of languagg.
Q e most common €rro made_ by teachers in re'lation to’ the -child‘is

~
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to v1olate ‘the equlhbnum between speakmg and AStemng ‘When
“talk is overbalanced and monopohzed by one ‘speaker (when the
- teacher “lectures”) the effect is that the attention of the ch11d is lost
“ and his spontaneous speech is dlmnushed . 1
An even more effective reward is for the child to Knpw that h1s message
has reached its destination. There are many ‘obstacles to comprehen- i
- sion ofithe retarded-child’s speech 4indistinct or unintelligible articulat” ‘

ion, mcomplete sentences,- word unrelated grammattcally, inarticd=" 7
“late vocahzanon “Even when the chle pronounces clearly, his fund of
:-words ‘is too poor to permit full expressxon of-intention: “The-teacher-
must Know each *child, his “modes of e\tpressron, his conceptual
. Tange. Only then-is the teacher i in a position to appreciate each attempt
and grasp the meaning behind it; only then can he reproduce to the
" child what the latter intended to say in a form comprehensrble to.
both.. N
Almost all the excer pts from conversation. in th1s chapter 111usttate ,
.the above prmc1p1es (Interchanges w1th ‘Ernie are parncularly in-
formatlve) : — .
For.the child to feel that, desprte poor verbal performance, his in- -
tention has been undérstood is' greater reward than" ‘praise; it is the
“most effective form of encouragemerit to a child for the massive
~ effort he must take to speak mtelhgrbly :
* Bett ‘more is involved. How can situations be created in whrch oppor-
tunity is afforded for the child.to “have something to say”’
" The foregoing conversations show that the richest and most developed
utterances are those protz‘gced when. the children were really activated
and mobilized by ‘the events that serve as topics — trips they have:
taken, celebrations at the Center, novél act1v1t1es, hohday \occur-
" rences, and the.like.
~ But'the richest situation, affordmg the best‘topxcs, is that in whxch
* personal success and achievement are mentioned. If we were to keep’
‘a.record of all the spontaneous trials_at communicating, both verbal
and non-verbal, there is no doubt that the vas? majority should con-
cern the children’s own accomplishments. The all-important. word - '

“I (me)” in- particular, Crops out most frequently in' the context of
“I did that”. - - o
\
|

To sum up; id every. effort to encourage the child to talk we: should
a“"'@*“ree basic teachmg technrques (1) to reward every utterance

R /1@
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~ with attention and comprehenslon, (2) to provide rich experlences as
 topical. material; (3) to create opportunities for experiencing success.
~But it is important to remember that to exert pressure merely for
the child to speak when he has nothing to say and no need to commum-'
cate, is rarely effective and can dlsmclme the chxld from trymg tc use
the medlum of language

. ";;{Difﬁcultxes ﬂ-mrpronunciation and gr.ammatical: errorSﬂ '

jAlmost all- SeVerely retarded chxldren Thave’ problems in: aguculltmg
- We have used various teachmg tactics. to improve. articulation, de end- .
ing on the . degree of conceptual development and readiness for -
- verbal communication. :
Corrective work ‘can .be done with those chlldren for whom speech
. has bécome’ the chief means of communication and in whom
/. pea’kxng ‘habit is- alrerdy well-grounded. But 'we have to mak sure -
that*the child understands the purpose of the: amculatory exercises,
and actlvely cooperates Correction -of articuldtion should however
be restricted to ‘the? ts set aside for this purpose. For the rest of -
* the day we should; 1I'ow the children to speak incorrectly or “limit in-
tervention to corfe Lk "?8ne sound at.a time: that on which the’ child
is currently practftmg” However, this is to :be dene only. when the
" child grasps the goal of the exercise. Codstant correction of articula-
tory faults, mterrupts the train of thought), inhibits the spontaneity of - |
speech and may 1n effect d1scourage the Chlld from makmg use of
speech. ~ -’ -
The pronunC1at10n of chxldren who have 1ust begun to speak or who'
* speak unwillingly and with effort skrould not.be correcteb. The very
effort to speak is for them sufficiently difficult; to set up additional "
_problems by requiring better artigulation can.totally inhibit the de-
" velopment of active spéech. We can only correct sounds 1n those
" words which are well mastered conceptually and often repeated '
even so, we should exert great-care to av01d setting the child against
speaking. - :
‘Generally speaking,-our pupils are not at’ a level that enables them to
benefit from corrective procedures. That i$*why in the above records
* ‘of conversations therc is not a slngle instance of 1nterference with
g pupll’s speech by correctm R S //
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- This does not in any way mean that we have to give up striving to -
“correct the articulation of children of this category. But we can achxeve ?
this best by mduegt methods:

a. by improving the general motor and mampulanon skxlls amcuxatory

organs are, after all, a part of the motor apparatus and the general -

raising of the efﬁmency of this apparatus as a whole may. also have

‘an-effect on improving the working of the arnculatory organs;

. b.in cases where incorrect breathing is the ‘main source of chfﬁculty,

by “génerally raising the child’s phy:ical and emotional state; the

- weak, unhappy, anxious child has as-a rule a stifled and colofless
voice; he may even begin to stutter as well, &ven when he has not
d1sp1ayed speech disturbances previously; conversely, at times of .
helghtened physical and psychological good feeling, in -1oyous~»' :

E moments, the breathing is deepened, the voice gains resonance and

~ the consonants are articulated more clearly.

- What has ‘'Been said applies ‘as well to grammat1cal errors in children’s
speech .Severely retarded children are most often incapable of attain- .
inga. developmeﬁtal level that enables them to construct well-formed
. sentences; so,we allow them to express themselves as best they can.
Maore- advanced children Who use sentences can, be co*rected at
times, provided we .do so w1th‘proper care to avoid dlsrurbmg the

* child’s train of thought. : :

In conclusion, we recall the geneal prmcxple guldmg us in our work
on the development of speech in the severely retarded. We must _
- creafe the-conditions necessary ffor the child to feel that he & secure -
and understood; for him to kpow that the teacher is interested in
him and his well-being; for him to have- somethmg to talk about
and someone to talk to; and finally, for him to be in a _generally
g_ood phys;cal and emotional condition. A cheerful and active child
- is the one who is most willing to communicate verbally. . ,
- We should also recall one more extremely important, though intan~

" gible, factor:'the emotional mvolvement of the teacher, who under-
stands that every newly -mastered meanmgful word is evidence that -
 the child has enriched his world. There can be no doubt that children

' speak more, better, and with greater willingness, when they feel that =
in this way they are bringing true pleasure to the teacher w1th whom - {
they share a bond of affection. . . : A

_ . |
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S }xIV Two cut-out. montages by Group II puprls

) Color' plates’

I leas mosaic  composition: before and after two years of
emotional rehabilitation. :
- IT Finger-painting by Ted, reﬂectmg h1s uxtreme unpulswrtyr

-

III Fmger—pamtmg by Tom. .

IV rmger—pamtmgs and “Portraxts of the group” by Ahce (abové)
and TJerry (below): S Gl

V A tree by Alice —a harmonious composition. - :
VI Fmger—pamtmg by Johnnie — a. dynamic compositicn.
VII Fmger—pamtmg by Harry — lack of composmonal axis.

VIII “Portrdit of the group” and mosaic: comH,osmon by Dick, ©
both 111ustratmg "his preoccupation with the body scheme '

" IX “Portrait of the group™ by- Harry.
D4 “Portralt of the group” by johnnie:
- XI ““Portrait of the group” by Liza.
- XII' Two decoratrve posters: teamwork by Group 11 puplls.'
" XIII “Mother”: a collective work for “Mother’s Day”

'
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. I Corrections®

1. 12: for nos-musxcal read non-muszcal

. L. 18z for —portraxt 1. read -portrazt

p. 57 1 *1: for life o read life of

. 1. 2: for, Photo¥)9 and 14 read Photos 9 and 13 .
p- 93 1 6: for,P hoto 13 read Photo 14 ‘ :

p. 1701 10 for ‘Reacher- read Teacher =~ S
p..193 L 11 up: for corrcctcb read corrected .

Poznanskxe Zaklady ﬁrafxcznc .
im. M. Kasprzakn - Poznan

.
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